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Abstract 
This qualitative multiple case study examines the views of students with diverse 
abilities, about their experiences of inclusive practices in mainstream schools. It explores 
student voice which allows for challenges and opportunities in the current inclusive practices 
in public primary schools in Indonesia to be identified. 
Student diversity in Indonesian mainstream public schools has undergone changes 
since the introduction of the regulation of Inclusive Education for Students with Special 
Needs and with Talent and Giftedness in 2009. The changes have been expedited through 
arrangements for mainstream public schools to become model schools enrolling students with 
disabilities, and designated as Schools Providing Inclusive Education (SPIE). While the 
reform has given the title to these schools, it is critical to examine whether so-called 
“inclusive schools” are truly grounded on the principles of inclusion. School level reviews 
have examined the impact of this regulation on the readiness and effectiveness of the schools 
in delivering inclusive education and on the attitudes of adult members of the school 
communities. However, it is argued that investigating the implementation of inclusive 
education through examining lived experiences of students will provide rich and authentic 
information. Listening to student voice, its suggestions for change and their ideas will assist 
our understanding of what helps and hinders inclusive practices. Nevertheless, examination 
of student voice on current inclusive practices remains inadequate in the Indonesian context.  
Therefore, the aim of this study was to understand current inclusive practices in three 
public primary schools assigned as SPIE, through the lens of the students. The research 
explored how the students experienced resources and support for inclusion, and barriers to 
inclusion that lead to exclusionary pressures and marginalisation. Realising that students’ 
experiences of inclusive education occur within historical, cultural, political, and social 
contexts, which are positioned at intersections of global-national-local policy frameworks, 
the thesis begins by summarising the root of education principles, the history of inclusive 
education development and the relevant policies endorsed in Indonesia.  The study was 
situated within the ontology that students, particularly students with disabilities, are an 
oppressed minority group, and an epistemology of listening to student voice will help us to 
contribute to the enhancement of inclusive education. A social constructionist theoretical 
framework underpinned this study with a focus on an inquiry approach involving students as 
co-researchers in investigation of the research aim, and student-led inquiries through visual 
methods.  
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With the students as the primary interpreters of their images, individual drawings and 
collections of school photos taken by the students were used to encourage individual students 
and groups of students, with and without disabilities, to talk about what inclusive practices 
meant for them and how they felt about it. Since students’ experiences do not occur in a 
vacuum, classroom observations were also conducted, and semi-structured interviews were 
held with parents, teachers, and principals. In the analysis, the ontological and 
epistemological positioning required the flexibility of a thematic approach to data analysis. 
Experiences and voices of students were heard and interpreted whereby significant meanings 
were highlighted and classified into themes. Common themes across the school cases 
identified from the student voice were explored. These included; play, friendship, bullying, 
unproductive behaviour, movement from regular to special/inclusion and vice versa, 
labelling, and imaging. Additionally, unique experiences such as studying, attachment to a 
special education teacher, year retention leading to hopes to move to the next grade, non-
participation and unhealthy food were also discussed.  
From the findings, a central issue was identified of commonly used language prevalent 
in everyday discourse (e.g., “inclusion child”, “ABK” an Indonesian abbreviation for Special 
Need Students, “inclusion room”, “inclusion day”, “inclusion school”). Through reviewing 
the effects on different players within the school contexts, it was found that the use of these 
terms led to marginalisation of the images, status, access, and participation of students with 
disabilities. Through the student voice, this study provides insights into understandings and 
expectations around inclusive practices and the role that disability language plays.  
The study highglted the importance of giving an active role for students to become co-
researchers and using visual methods leading to narratives of experiences has afforded 
authentic voices pertinent to the enhancement of inclusive education in the school contexts. 
Grounded on the student voice, this study recommends that school communities should adopt 
a flexible, universal learning approach (e.g., Universal Design for Learning), and a culture of 
positive discourse (i.e., inclusive language). A flexible learning approach can offer 
opportunities to break the barriers within a rigid education system that exists in the 
Yogyakarta context. Changes towards more positive language around disability and inclusion 
are also essential if communities are to enact the progressive, inclusive education policies and 
expectations necessary for an equitable society in Yogyakarta. 
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Chapter 1:  
Introduction 
 
1.0 Introduction 
This study investigates student voice (i.e., their views, feelings and experiences) about 
their school experiences in three public primary schools appointed as Schools Providing 
Inclusive Education (SPIE) in Yogyakarta, Indonesia. Here the focus is to understand what 
inclusion means from the perspectives of the students and to examine their different 
experiences of inclusive education. In this introductory chapter, the researcher first explores 
the background context of the study, comprising the root of education principles of Indonesia, 
the development of inclusive education in Indonesia and the enactment of inclusive education 
in Yogyakarta. Secondly, the researcher locates herself within the research and give examples 
of interpretation of inclusive education in the field which contribute to how my interest in the 
research topic developed. This is followed by the rationale and aim of the study. In the fifth 
section, the researcher gives an outline of the theoretical frameworks on which the study is 
based and finally, the researcher presents the structure of the thesis. 
 
1.1 Background  
1.1.1 The root of education principles of Indonesia.  
Indonesia is a country with diverse ethnicity embracing 719 indigenous languages used 
as a first language and Bahasa Indonesia as the national language. The nation’s foundation 
termed Pancasila, is a set of five key principles symbolising appreciation of the immense 
cultural differences and the heterogeneous population. The Pancasila principles are: 1) belief 
in one supreme God; 2) humanitarianism; 3) nationalism expressed in the unity of Indonesia; 
4) consultative democracy; and 5) social justice. Pancasila promotes a belief of religious 
neutrality and tolerance which positions six religions (i.e., Islam, Catholic, Protestant, 
Buddhism, Hindu, and Kong Hu Cu) officially recognised by the government on an equal 
basis (OECD & Asia Development Bank, 2015).  
To respond to its diversity, Indonesia also embraces a national motto called Bhinneka 
Tunggal Ika. The motto, which means unity in diversity, is the hallmark of the country that 
calls for every citizen to respect differences of language, ethnicity and religion. While the 
efforts to establish unity in diversity are continuous and obstacles are formidable there is a 
global movement within education that helps to shape the country’s ideal, which has the same 
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message at its heart – the principles of inclusion. Although the motto does not specifically 
address disability, it can be a reference as to how the country responds to diversity, including 
when discussing and reflecting on the enactment of the philosophy of inclusion, for inclusive 
education, in Indonesia. 
The Indonesian education system is equally vast and diverse. It is the fourth largest in 
the world and the third largest education system in the Asia region, with over 60 million 
students and almost 4 million teachers in around 340,000 educational institutions. Indonesia’s 
education system today continues to reflect aspects of its past diverse ethnic and religious 
heritage, its struggle for national identity, and the unequal access different communities have 
to education and schooling. Initially, pesantren or Islamic boarding schools were the only 
educational institutions available in Indonesia until the Dutch introduced a different 
education system during the colonial era. Primary education introduced by the Dutch in 
Indonesia was firstly provided only for the Dutch and other Europeans.  In 1870 some Dutch-
founded schools opened to provide access for native Indonesians to sekolah rakjat or folk 
schools, the beginning of the contemporary sekolah dasar or primary school today. The 
segregation of Dutch and Indonesian in education forced several Indonesian figures to found 
educational institutions for local people including Ki Hadjar Dewantara who founded Taman 
Siswa in July 1922 (OECD & Asia Development Bank, 2015). 
In the history of education in Indonesia, the principle of inclusion can be observed in 
the philosophy of Ki Hadjar Dewantara.  Ki Hadjar Dewantara, the father of Indonesia 
National Education, believed that education should be based on the principle of freedom. 
Children need to feel that they have freedom to pursue their interest. To be able to do this, 
they need to feel that they are being treated equally and that they receive guidance that suits 
their abilities. His belief in freedom in education was backgrounded by his ideals for 
Indonesia to be independent of the Dutch colonialism and for Indonesian people to detach 
themselves from having an inferior mentality in educational and cultural lifestyle obtained by 
imitating the Dutch (Dewantara, 1967).  
Dewantara’s socio-cultural approach of teaching was strongly influenced by Javanese 
values, it is known as the trilogy of education, and has been adopted as the authentic 
education principles of Indonesia. They are, in the Javanese language: Ing ngarso sung tulodo 
(setting examples in the front), Ing madya mangun karso (building spirit in the middle), Tut 
wuri handayani (supporting from the back).  With this trilogy, he envisioned school as a 
place where teachers and students work together to create a democratic society 
(Wangsalegawa, 2009). The third principle, Tut wuri handayani, which also means to support 
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students with careful observation of the process, embraces the among method. Among, or 
caring, means teachers support children to develop their own skills and strengths 
independently and only become involved when barriers are present. In this principle, the 
teachers’ role is to know their individual student's needs and strengths and support their 
development without interfering with the child's mind. This principle allows children to think 
with freedom, take the lead, and to be resourceful, thus demonstrating Ki Hadjar Dewantara's 
view of democracy (Ki Hariyadi, 1985; Ki Soeratman, 1990). 
The education principles or the trilogy was the heart of the national education system 
that Ki Hadjar Dewantara designed for the indigenous people. Ki Hadjar Dewantara viewed 
education as the most prevailing approach to contest colonial power. To realise his vision, Ki 
Hadjar Dewantara designed a school for local children, called Taman Siswa in 1922. The 
school was not merely a place for study but was representative of the local contest and 
struggle for independence from the Dutch through education strongly rooted in indigenous 
values and culture (Ki Soeratman, 1983). Taman Siswa cultivated the spirit of freedom in the 
minds of indigenous children and young people. It was open to all children who were keen to 
broaden their knowledge and progress their understanding. Further, Taman Siswa embodied a 
position that responded to the conditions of the time by accommodating all children in need 
of education and accepting all students who were rejected by the sekolah rakjat or folk 
schools regulated by the Dutch authority, due to alleged weakness in academic ability or 
performance. In response to such demonstrated inclusiveness allowing access to all children, 
Taman Siswa was regarded a ‘reparation school’. The title refers to Taman Siswa’s 
acceptance of children who were considered as less able and therefore denied access to 
education with their peers, and the school’s ability to enhance the children's performance (Ki 
Soeratman, 1983). 
Since Taman Siswa’s time, opening access to education for all children has become a 
global focus. This is reflected in various international documents such as the United Nations 
Declaration of Human Rights (1948), United Nations Convention on the Rights of the Child 
(1989), the Bangkok Declaration (1991), the UNESCO Salamanca Statement (1994), and the 
United Nations Convention on the Rights of Person with Disabilities (2006). After the 
Salamanca Statement, particularly, inclusive education has been adopted in different 
countries and its development has evolved in local contexts including in Indonesia.  
 
1.1.2 Inclusive education development in Indonesia. 
Indonesia has been shifting towards more inclusive education. The goal is to develop an 
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inclusive education system that provides quality education for all children including 
children with disabilities and to decrease the number of students in special schools 
(OECD & Asia Development Bank, 2015, p.106). 
 
Inclusive education has been a major education movement worldwide over the past few 
decades. Following the world’s education reform on inclusive education as stated in The 
Salamanca Statement and Framework for Action on Special Needs Education (UNESCO, 
1994), many nations, including Indonesia, have worked to develop inclusive education within 
their educational systems. Inclusive education itself is a relatively new education movement 
in Indonesia. The Indonesian Ministry of National Education endorsed the regulation of 
Inclusive Education for Children with Special Needs and with Talent and Giftedness 
(Permendiknas no.70) in 2009. Accordingly, the importance of inclusion in education has 
only been officially introduced and extensively endorsed among schools in Indonesia since 
then.  
Following this regulation, some regular public schools have been appointed and 
reformed into schools that provide inclusive education known as Schools Providing Inclusive 
Education (SPIE). Schools in the SPIE list are entitled to government funds for the 
development of inclusive education, such as entitlements to purchase educational resources, 
equipment, and teacher professional development to support students with disabilities. 
While the National Education Ministry Regulation on Inclusive Education was 
introduced in 2009, the attempt to integrate children with disabilities in regular schools began 
in the 1970s. The first project was Integrated Education initiated by Helen Keller 
International. In this project, selected schools were appointed as model schools to include 
children with disabilities.  The primary disability diagnosis was visual impairment as students 
had to pass intellectual and social assessments to be able to follow the regular curriculum.  
The second major project was the Braillo Norway Project that was initiated by the 
Directorate of the Special School Education and the Directorate General of Primary and 
Secondary Education in collaboration with the Norwegian government. The project initially 
aimed to include children with visual impairment but later extended to include all children 
with disabilities. Collaborating with UNESCO, the project sponsored a national workshop on 
inclusive education in Bandung, West Java in 2004 that created the Bandung- Declaration 
toward Inclusion. The Bandung Declaration was committed to promoting the importance of a 
rights-based approach to education and the need for flexibility in schools.  The Braillo project 
once again sponsored an international symposium on Inclusion and the Removal of Barriers 
to Learning and Participation in Bukit Tinggi, West Sumatra in 2006 (Mudzakir, 2011). 
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Indonesia has also seen the evolving conception of disability and inclusion influenced 
by its culture, beliefs and regulation enactment. In the Indonesian context, understanding of 
disability was initially linked in the moral model associated with sin, God’s punishment for 
one’s sinful or evil acts (Mackelprang & Salsgiver, 1999). It was an era when a person with 
disabilities was seen as a shame to the family so that hiding or restraining the person at home 
was a common practice. The image of children with disabilities continued to be negative but 
was slowly challenged when the inclusive education movement was introduced in Indonesia 
in 2009.  
Following the Inclusive Education regulation in 2009, the government of Indonesia 
ratified the UN Convention on the Rights for Persons with Disabilities (CRPD) in 2011. 
More recently, Indonesia endorsed new legislation about disability provision in its Disability 
Act No. 8/2016 on Persons with Disabilities, in April 2016. The law marks a significant 
movement in shifting the national perspective towards persons with disabilities from a social-
based to a human rights-based approach. In line with the UN CRPD, the law sees the rights of 
persons with disabilities as inseparable from the equal rights of all members of humankind 
(UN, 2016). 
Regarding the implementation of the inclusive education regulation, the Indonesian 
Directorate of Special School refers to Vaughn, Bos and Schumn (Direktorat PLB, 2007) 
where the terms inclusion and mainstreaming are used interchangeably. It adopts the 
moderate model of inclusive education where inclusive philosophy is taken into account, but 
in practice, it offers alternatives to services that suit individual school's readiness in providing 
inclusive education. The provision is characterised by placement of children with special 
needs in regular schools in six different ways: (a) Full inclusion: children with disabilities in 
regular classes learning the same curriculum; (b) Regular class with cluster: children with 
disabilities in special groups learning in regular classes; (c) Regular class with pull out: 
children with disabilities in regular classes occasionally withdrawn to resource room with 
special needs teachers; (d) Regular class with cluster and pull out: children with disabilities in 
special groups in regular classes and regularly withdrawn to resource room; (e) Special class 
with integration: children with disabilities in special classes who at times join regular classes 
in certain subjects; (f) Full special class: special classes in regular schools. This various 
provision of inclusive education can also be found in school communities in the Yogyakarta 
context. This model also implies that in the Indonesian context, inclusive education is 
understood as the setting and placement of students with disabilities. 
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1.1.3 Inclusive education in Yogyakarta: The enactment. 
Inclusive education is a system of education that provides opportunities for all learners 
who have abnormalities and have the potential of intelligence and/or special talents to 
follow education or learning in an educational environment together with learners in 
general (Dikpora DIY, 2015) 
 
The Education Department of Yogyakarta province stated their understanding of 
inclusive education above on their official website (http://www.pendidikan-
diy.go.id/dinas_v4/?view=h_inklusi). The department also published its Inclusive Education 
Action Plan 2015 stating that the current practice of inclusive education in Yogyakarta is to 
fulfil the mandate of the regulation of Permendiknas no70 and the UN Declaration of Human 
Rights. However, the department also states in the action plan that, concerning the 
effectiveness of learning, the acceptance of students with disabilities into regular schools will 
need to consider: 
1. Children with disabilities other than communication, intellectual, and behavioural 
disabilities are advised to attend Schools Providing Inclusive Education or any 
regular schools. 
2. Children with communication, intellectual and behavioural disabilities are expected 
to enrol in special schools in order to “handle their learning more effectively” 
(Dikpora DIY, 2015). 
With the concept of implementation as above, the department expects a synergy 
between Schools Providing Inclusive Education with special schools which are seen as 
having specific skills in dealing with children with disabilities. The synergy is first expected 
through appointing a special school as the inclusive education resource centre. The centre is 
expected to provide support to regular schools such as assessment for disability diagnosis, 
learning support and consultation with paraprofessionals. However, the department considers 
that the support is still limited to the type of disabilities such as visual and hearing 
impairment, thus it has not fully addressed the learning needs of all children with all type of 
disabilities. Secondly, the Yogyakarta Education Department provides special education 
teachers from special schools to give learning support for “ABK” (Anak Berkebutuhan 
Khusus or Children with Special Needs) at regular schools. At this stage the department is 
only able to provide a limited number of such special education teachers as the practice 
leaves students at the special schools without a teacher. It is also stated in the inclusive 
education action plan that there is still a gap in the skills of special education teachers sent to 
SPIEs. The gap refers to the mismatch between the skills of a special education teacher taken 
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from a specific special school with those needed for the type of disability of students in a 
regular school, for example: a special education teacher taken from a special school type A 
(visual impairment) supporting a student with intellectual disability in a regular school.   
Students with disabilities in Schools Providing Inclusive Education receive funding 
support, known as ABK scholarships, from the government to help with operational costs 
either used directly by the students, such as to buy their uniform, or used by the school to 
support activities such as excursions. In the action plan, the department also reports their 
concern that schools make disability judgments on children without a formal assessment by 
professionals. 
Considering policy endorsements at the city level, the Yogyakarta Mayor introduced its 
regulation of Inclusive Education Provision (Perwali no.47) in 2008. This was followed by 
the regulation of the Head of Education Department of Yogyakarta City no.188/Dec/0026 on 
Technical Guidance in Delivering Inclusive Education. On December 12, 2014 the Governor 
of Yogyakarta with the support of the Regents and Mayor of Yogyakarta City declared 
Yogyakarta Province as a province committed to inclusive education. This frames the spirit 
of inclusion in education services, thus ideally there should be no rejection of children with 
disabilities from attendance at regular schools.  
The descriptions in the action plan indicate that inclusive education in the context is 
concerned with the placement for students with disabilities to mainstream schools. The 
categories of which students can be included or excluded, particularly, do not demonstrate the 
commitment to uptake of the beliefs and principles of inclusion. 
 
1.2 Locating the Researcher, Shaping the Study  
My interest in researching children's voice on inclusion was stimulated through 
different events. The researcher has spent most of my career as a teacher where the researcher 
has had the opportunity to teach children with diverse abilities. In 2005, together with a 
colleague, the researcher had the opportunity to open an independent school which embraced 
the philosophy of inclusion from its conception. While working at the school, many times the 
researcher learned that people had mistakenly thought the school was a special school. As the 
head of the school the researcher also often met parents who wanted to enrol their children 
who had been expelled or rejected by other schools for reasons of having a disability or 
experiencing year retention. Our parents reported that they were questioned by people about 
their decision to enrol their children at the school. They were asked if their children were 
‘sick’ or confronted with the question of “What is wrong with your child?” This response 
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from the community, in my view was understandable, as at the time, inclusive education was 
very rarely mentioned and the regulation of inclusive education was introduced only four 
years later in 2009. After the regulation was introduced, the school the researcher founded 
was included in the SPIE school list from the private sector. My experiences as a head of 
school also led to me to the question of how students responded to inclusion at the other 
schools within the SPIE list. Additionally, during my Master’s degree that I undertook in 
Australia, the researcher conducted a minor thesis about inclusive education focusing on 
Indonesian teachers’ attitude towards inclusion. The finding was that teachers held a positive 
attitude (Andriana, 2008). However, other studies described within the literature showed that 
teachers can show a gap between a positive attitude and classroom practices, and that in the 
Indonesian context, classroom observations needed to be conducted to validate these findings 
(Hwang & Evans, 2011; Kurniawati, Minnaert, Mangunsong, & Ahmed, 2012).  
Moreover, during the initial period of her research, the researcher had communications 
with principals and teachers from SPIEs and these communications provided a contribution 
towards shaping the focus of this study. In this chapter, the researcher provides some 
examples of schools’ interpretation of inclusion and the challenges that they faced. The 
examples below were taken from personal communications with principals and teachers 
within SPIEs in which the researcher had interactions. Through these anecdotes the 
researcher developed her interest in the study even more  
The names of the schools in the examples are fictitious. The first example is Sinar 
Primary School. This ‘inclusive’ primary school is located in a socio-economically poor 
suburban area, and has a high proportion of students with disabilities within its enrolment. 
The high proportion of students with disabilities enrolled in the school is seen as problematic 
as expressed by a teacher.  
The most concern that I feel now is the inconsistency of inclusion school management 
in our school. On the one hand, we accept children with special needs that we all know 
need our tolerance more than regular children do. On the other side, those children with 
special needs are expected to perform equal academic achievement to regular children. 
Even a stupid person knows it can't be happening. Without consistent management, the 
children with special needs will be the victims. Let's put it crudely; they are a 
commodity, to get more students in our school. Even further, they are the source of 
funds from the government. In the data status they fall into the category of children 
with special needs, but they are far from getting their rights. For example, teachers use 
the same lesson plan for all children, without an Individual Educational Plan for the 
children with special needs. The children also get the same daily test as the regular 
children. Even to decide whether the children should join the National Exam has to go 
through debates when there are clear criteria for those who can, will enter the National 
Exam, while those who can't, will enter the School Exam only. This is only a little 
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problem from other bigger problems. 
(Classroom teacher, personal communication, September 15, 2013) 
 
A second case is Cahaya Primary School. In this primary school, children with 
disabilities are given a uniform that is different from the regular children’s uniform. This 
school has a special classroom for the children with disabilities. The children with disabilities 
line up in a special queue and sit in a certain spot during school gatherings. Teachers and 
‘regular’ children in this school use the label of ABK to name and to call out children with 
disabilities. A special education teacher illustrated her concern of using such labels below. 
 
The school where I work now was a regular school, and then it was reformed into an 
inclusion school which it has been for the last five years. However, its implementation 
needs time; it cannot be changed right away. Teachers used to have only two kinds of 
children, normal children and low children. Since the school has been transformed into 
an inclusion school, there are many labels for children now. Teachers use technical 
terms that they have learnt from training and carelessly put labels on children without 
any assessment. The way teachers treat children with special needs becomes a model 
for the regular children. Regular children and teachers treat children with special needs 
differently.  The term ABK is now widely used in daily practice to call out children 
with special needs. ABK becomes a label for those children. 
(Special Need teacher, personal communication, September 23, 2013)  
 
Another account is also taken from Cahaya Primary School. The school provides a 
special room dedicated to being used for one-to-one sessions for a child who needs special 
academic tutorials. The room has a sign “inclusion” on the door. Teachers and students call 
out a child who has sessions in this room as “inclusion child”. The term would refer to 
children who are considered ‘low performing' and “lazy”. The context of this matter is related 
to the demand of schools' achievements in the National Exam, and a principal and a teacher 
below view this differently: 
 
First of all, our school is a poor school. Parents give only a little attention to learning or 
about schooling in general. They don't care about their children's need. Last time I 
prepared year 6 (including children with intellectual disability) for the National Exam, I 
invited the children to study. I gave them food so that they could be ready, but they just 
wanted to go home. For them, thinking is hard, they get dizzy or sleepy when we ask 
them to study. They are 15, 16, 17 years old. Teachers even need to pick them up from 
home to go to school. Oh, there are so many problems. Our special needs teachers want 
to resign because their employee status is not clear. Our regular teachers get  angry 
easily when they teach children with special needs. Sometimes I used my money to buy 
extra food for them, and the teachers said I spoil them. I feel sorry for those children 
with special needs.   
(Principal of primary school, personal communication, May 30, 2013)  
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Some teachers have understood the individual needs of the children. Teachers are 
actually able to identify students' ability but demand the children to achieve well in 
academic performance. Teachers demand the children show the same performances as 
regular children do. The children are expected to join the National Exam while we 
know they have intellectual disabilities.  The school made this decision for some 
reasons: (1) some teachers are too lazy to create individual assessment (2) the school is 
afraid of its quality becoming low if too many students join the School Exam only. 
Teachers do not want to publicise that the school is now an inclusion school because 
they are afraid it will degrade school’s quality. Therefore, during the school’s social 
events, they will not put any information about inclusive education.   
(Classroom teacher, personal communication, September 23, 2013)  
 
A combination of those experiences, which lacked stories from the students’ side, led to 
my review of the research literature relating to student voice on inclusion, which will be 
described in more detail in Chapter Two.  
 
1.3 Rationale of the Study  
As stated earlier, the development of inclusive education in Indonesia experienced a 
significant movement in 2009 when the national legislation of Inclusive Education for 
Children with Special Needs and with Talent and Giftedness (Permendiknas no.70) was 
endorsed. Specifically, the change was characterised by the arrangement of selected regular 
public schools to become model schools accepting children with disabilities. These schools 
were formally appointed as Schools Providing Inclusive Education (SPIEs). However, 
despite the fact that policies have been endorsed to make schools inclusive of all children, it 
was important to investigate the practices to find out whether its implementation is consistent 
with the principles of inclusion, as Slee (2013) argues that “not only is the phenomenon of 
exclusion growing, some of the mechanisms for inclusive schooling are contributing directly 
to exclusion” (p. 896). 
While the reform has given a title of ‘inclusive’ to some public schools in the 
Indonesian context, Nilholm & Alm (2010) advocates that it is critical to analyse whether so-
called ‘inclusive schools’ are truly grounded on inclusive principles and to see interpretation 
of inclusion in its three layers of philosophy, school-wide policy and classroom practices. 
Inclusion is based on the philosophy that schools provide for the needs of all the children 
regardless of disability or ability and other form of diversity (Foreman, 2017). It can be 
inferred that the aim of inclusion is for all children to fully participate and engage in learning 
through schools, teachers, peers and communities, addressing their individual needs, 
strengths and differences. Therefore, inclusion as a radical perspective challenges our 
traditional views on schools, curriculum and assessment, and our practices to work towards 
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reducing barriers, exclusion and marginalisation (Benjamin, Nind, Hall, Collins, & Sheehy, 
2003; Booth, Ainscow, & Dyson, 1998).  
However, despite the radical movement and efforts to put inclusion into practice, 
inclusion has faced barriers that hinder its practice and, on the contrary, generate exclusion 
(Slee, 2012; VaÌˆyrynen, 2005). Studies have shown that factors, such as interpretations of 
inclusion and contexts can be barriers to successful implementation of inclusive education on 
the ground (Graham & Spandagou, 2011; Jones, 2005). The narratives above show the 
various interpretations of inclusive education in some reformed primary schools in 
Yogyakarta; there has been no examination of the students’ view about these practices. It is 
argued that the school communities have their interpretations of inclusion and ways to put 
this into practice in daily educational methods that possibly conflict with the principles of 
inclusion. What is more, the teachers may not be aware of generating exclusionary practices 
that may result in students with disabilities being oppressed, mistreated and marginalised. 
These practices, too, could exclude students without disabilities from the benefits of 
inclusion. 
It is argued that children with disabilities need support to voice their views in such a 
situation. In one study on children's experiences of inclusion, messages emerged about being 
left out and a strong wish to be included. The messages also have a significant impact on 
children's emotional wellbeing. These findings suggest that these issues should be taken into 
account if inclusive practice is to be achieved and for the impact of inclusion to be fully 
understood (Jones, 2005).  
Nilholm & Alm (2010) state that in investigating whether so-called inclusive schools 
are really based on inclusive principles, it is critical to analyse children’s experiences. It is 
suggested for future research to scrutinise the notion of children’s experiences because of its 
significance in order to talk about inclusive practices, especially finding out children’s 
feelings of belonging, membership and acceptance (Nilholm & Alm, 2010). However, few 
studies have looked at empowering students, especially students with disabilities, to voice the 
conditions of inclusion within the Indonesian context. The lack of research implies not only 
the need to review the current state of implementation but more importantly to support 
students with and without disabilities to be critical actors of the inclusion movement through 
their voice to inform the whole school community.  
Student voice can be understood as the articulation of students’ concerns and 
aspirations about matters that have potential to offer important contributions to education 
(Fielding, 2004b). Student voice also represents the development of democratic practice that 
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gives teachers and students the courage and confidence to create new practices and 
suggestions for a more just society. Additionally, a range of activities that encourage 
reflections, discussions, dialogues and actions on matters that primarily concern students is 
the key character within student voice processes (Fielding, 2004b).  
Cook-Sather (2006) situates student voice within rights and power in the school context 
that seeks for a meaningful acknowledged presence of the students. This implies a change 
from a silent position to active engagement. This acknowledgement of position, Cook-Sather 
further suggests, comes with the power to influence the analyses of school practices and 
decisions. Supporting this position, Thiessen (2007) envisions students not only being 
involved and consulted to, giving a voice, but also performing as participants in critical 
analysis and research aimed at school development. As students become co-participants and 
co-researchers within analysis and reform, this positions student voice as a co-construction of 
the school experience. It is argued that this position represents a deep and agentive student 
voice directing to a rights-based, emancipatory and democratic emphasis (Thiessen, 2007). 
There was already a substantial body of work involving teachers’ attitudes to inclusion 
but despite the recognition its importance, it appeared that student voice was neglected 
(Nilholm & Alm, 2010). This includes student voice around educational experiences in 
general within primary school contexts (Mitra & Serriere, 2012; Quinn & Owen, 2014; 
Mockler & Groundwater-Smith, 2014). On-going attention to exploring student with 
disabilities voice has been reflected in a number of studies (Ajodhia-Andrews, 2016; 
Carpenter & McConkey, 2012; Gaad, 2015; Vlachou & Papananou, 2015) that investigate 
students’ experiences of schooling as part of the search to understand how inclusive 
education can be accomplished. Vlachou and Papananou (2015) suggest, however, that those 
studies have been conducted mainly in developed countries, with few studies located in 
developing countries in which the voice of people with disabilities is under represented not 
only in political processes but also in research.  
The researcher was mindful, therefore, of the considerable urgency of raising the voice 
of people with disabilities, more importantly of young people. The researcher was also 
entirely confident that the perspectives of students with disabilities would make a powerful 
contribution to the debate on inclusion, especially in a developing country, such as Indonesia. 
the researcher wished to explore this topic that might eventually be of practical value for 
changes in the Indonesian context and wider communities in the region.  Valuing student 
voice is needed as it will contribute to the enhancement of inclusive education by affording 
genuine feedback imperative for the provision of quality education for all students. 
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Therefore, this study intended to investigate student voice on inclusion in three public 
primary schools appointed by the government as Schools Providing Inclusive Education 
(SPIE) in Indonesia through arts-informed activities. Arts-informed methods, especially 
visual methods, are understood as providing a voice, an approach of emancipation in the 
research, and allowing the children’s diverse experiences to be represented (White et al., 
2010). Children are able to describe their experiences without language and literacy barriers 
through visual methods. What is more, White et al. (2010) also suggest that in many ways 
visual methods take on the principles of a participatory framework facilitating children to 
communicate in their own terms. This study represents a commitment to raising a seldom-
heard voice and to positioning students to express their views about their experiences. 
 
1.4 Aims of the Study  
As mentioned previously, my intention at the outset of this research was to understand 
what inclusion means from the perspectives of children and to examine their different 
experiences of inclusion. On this basis, the research aims were formulated: 
1. To investigate student voice (i.e., their views, feelings and experiences) on inclusion. 
2. To explore support and resources for, as well as barriers to, inclusive and 
exclusionary practices to inclusion in education through student voice. 
 
1.5 Framework Underpinning the Study 
It is argued that to examine the educational change of transforming schools into 
inclusive ones, a critical approach needs to be taken to evaluate, if principles of inclusion, 
school policy and practice as well as classroom practices are all allied. This can be achieved 
by scrutinising student voice in a research context. This section presents the theoretical 
frameworks underpinning student voice and a framework for promoting inclusion that guided 
the stages in this study. 
 
1.5.1 Critical social theory.  
This research set out to obtain the insider perspectives of students with and without 
disabilities in public primary schools appointed as Schools Providing Inclusive Education 
(SPIE). It sought to establish meanings of inclusion based on the experiences of students in 
‘inclusive schools’ by placing emphasis on their inclusion in the research process itself. 
Thiessen (2007) envisions student voice within critical research in which students perform 
active roles as co-participants and co-researchers towards a school reform.  
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Furthermore, this study sought not just to understand the meanings of inclusion but also 
to critique the way things are in the hope of bringing about social justice. Often, people, 
consciously or unconsciously accept things the way they are which reinforce the status quo. 
Therefore the meaning-making activities in this study hoped to extend or shape action, all of 
this embedded in critical theory.  
Researchers who work within critical social theory accept basic assumptions that power 
relations intercede all thought. Therefore, interrogating existing social relations is to 
understand issues of power and contradictions. In this theory, language is vital to the 
development of conscious and unconscious partialities, particular groups in any society are 
privileged over others, and when subordinates accept their social status as natural or 
unavoidable it reproduces oppression in society. More importantly, t esearchers who work 
within critical social theory attempt to use her or his research as a form of social criticism 
(Denzin & Lincoln, 2011; Popkewitz & Fendler, 1999).  
Critical research queries the context where learning takes place including the larger 
system of society, the culture and the institution. In the school context, critical research 
empirically examines how a school works and the focus is on issues of social inequity and 
injustice created in schooling practice (Popkewitz & Fendler, 1999). Furthermore, critical 
qualitative research raises questions about how power relations advance the interest of one 
group while oppressing other groups. Such questions include: Who has power? How it is 
negotiated? What structures in society reinforce the current distribution of power? Who has 
access to a particular program? Who has the power to make decisions? (Merriam, 2009). 
Critical social theory seeks to scrutinise dominance and oppression within practices and 
relationships. 
 
A critical social theory is concerned in particular with issues of power and justice and 
the ways that the economy, matters of race, class, and gender, ideologies, discourses, 
education, religion and other social institutions, and cultural dynamics interact to 
construct a social system (Kincheloe & McLaren, 2000, p. 281).  
 
Lather (1991) resonates Fay’s (1975) statement that “critical inquiry is a response to the 
experience, desires and needs of oppressed people” (p. 63). Lather further explains that its 
aim is to understand the research participants’ worldview. Dialogic research design hence is 
fundamental to establishing such understanding in which active involvement of the research 
participants in the construction and validation of meaning is featured.  
This aim of the inquiry, as described by Lather, commits to providing descriptions as 
the basis for further analysis and can also act to rectify the researcher's presumptions about 
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the participants' life world and experiences (Comstock, 1982). Cook-Sather (2007) gives a 
reminder for us, who see students as an oppressed group and work within the vision of social 
justice and transformation, that generalisation and homogenisation of notions and responses 
to the marginalised or oppressed individual is dangerous. Asserting that a group is oppressed 
and thus in need of liberation means assuming a collective experience among members of the 
group. This reminder has given guidance to the study later in the analysis that diverse 
students have unique and diverse experiences that hence demand our respect. 
 
1.5.2. Perspectives to examine disability and inclusion.   
Slee (1997) suggests that there are three perspectives from which one can view and 
examine disability and inclusion. First, essentialist perspectives position disability as the 
impairment within a person. This perspective is grounded in special educational theory in 
which diagnosis and identification of pathology are the baselines for intervention and 
classification in education, excluding people with disabilities from accessing social and 
regular academic privileges. An essentialist perspective focuses on the practicality on how to 
solve ‘problems’ located in children’s conditions that are seen as different from the norm. 
Second, social constructionist perspectives see disability as a concept of oppression imposing 
social marginalisation on a group of people. Third, postmodernism perspectives challenge the 
narratives of capitalist production that have an effect on the experiences of people with 
disabilities being disintegrated. The postmodernist is attentive to analysing alternative 
expression and space for a new voice in explaining disability.  
 
1.5.3. Theoretical frameworks for student voice.   
It has been said earlier in the chapter that the aim of this study was to investigate 
student voice about inclusion within primary schools providing inclusive education. Fleming 
(2013) proposes that there are theoretical frameworks within which student voice can be 
viewed. A social constructivism theoretical frame understands student voice as an 
engagement and agency essential to the co-construction of knowledge in the classroom. A 
social constructionist views student voice as dialogue and communication framed within 
democracy and active citizenship; a voice of critical pedagogy, emancipation and 
transformation that questions and contests discourses and practices both at the classroom 
and/or whole-school levels. Meanwhile, a post-structural theoretical frame locates student 
voice in a power discourse and inequity in classrooms and schools. Post-structural theoretical 
framework challenges both the social constructivism and social constructionist framing of 
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student voice, as both are constrained by a power discourse through practice, authority and 
imposed policy, that establish and reinforce meanings, constructs and assigned roles and 
positions that control and limit student voice.  
 
1.5.4. Framework for promoting inclusion.   
In support of a social constructionist theoretical framework that views disability as a 
concept of oppression imposing social marginalisation, and student voice as dialogue and 
communication framed within democracy and active citizenship, emancipation and 
transformation that question and contest discourses and practices, Messiou (2012) proposes a 
framework for promoting inclusion in school context. Researchers and practitioners can use 
this framework in various ways in school. The framework has at its heart children’s voice and 
adopts a four-step process involving identification of forms of marginalisation as a way to 
understand and promote inclusion. The four step processes are now discussed.  
Step 1: Opening doors: Enabling voice to emerge.  In this opening step, researchers or 
practitioners work collaboratively with students in order to engage with their views. Methods 
to engage with student voice can include scenarios, visual images, drawing, role-play, and 
sociometric measures. This study employed visual images and drawings as modes to engage 
student voice. 
Step 2: Analysing information: Bringing concerns to the surface. This step involves 
the close examination of the information collected during the previous step in order to 
scrutinise experiences of inclusion, especially to identify forms of marginalisation as well as 
issues that might lead to marginalisation in school. Researchers are required to examine 
students’ reports carefully, which involves challenging their assumptions and using their 
colleagues’ feedback to bring a critical perspective to the process. 
Step 3: Making sense of the evidence: Sharing data with learners and teachers. This 
step involves dialogue between researchers, students and teachers with attention focussed on 
issues of marginalisation that have emerged through the previous step. At this stage, it is 
crucial to ensure that the identity of individual students is protected. 
Step 4: Dealing with marginalisation: Encouraging inclusive thinking and practice. 
In the light of the evidence that has been analysed and findings that have been shared, issues 
of marginalisation are addressed in order to understand implications and determine actions to 
be taken in the future.  
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Figure 1.1. Framework for promoting inclusion (Messiou, 2012, p. 1319) 
 
This study on student voice on inclusion in SPIE primary schools has been informed by 
critical social theory, central to social constructionist theoretical framework, and carried out 
within the research process through the cycle offered by the framework for promoting 
inclusion shown in Figure 1.1 (Slee, 1997; Denzin & Lincoln, 2011; Fleming, 2013; Messiou, 
2012). The following section presents the structure of this thesis describing the summary of 
each chapter. 
 
1.6 Structure of Thesis 
The thesis is divided into eight chapters. In the first chapter, the researcher describes 
the foundation of the study by providing the background and context of the study where the 
researcher traced the root of education principles of Indonesia. Subsequently, the researcher 
outlines the movement and enactment of inclusive education in Indonesia to reconstruct the 
history of the development of inclusive education policy in Indonesia. This part includes 
locating my interest on the research topic and position as researcher. This chapter also 
presents the rationale underlying the purpose of the study and the theoretical framework.  
In chapter two, the researcher reviews the range of scholarly works in which this study 
is situated. In part one, the researcher reviews literature concerning inclusive education. The 
researcher discusses relevant research, highlighting findings in the literature and areas 
requiring further investigation. This is followed by the second part of the chapter where the 
researcher examines student voice in different contexts and provide strategies for engaging 
student voice in research through arts-informed inquiry.  
In chapter three, the researcher presents the methodology that the researcher used in 
this study. The researcher provides an account of detailed research procedures ranging from 
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the research design, the data collection and the data analysis. The research design includes 
the research approach, the selection of participants, arts-informed methods, and students as 
co-researchers. The data collection process comprises the research context and the research 
participants. It also includes anticipated problems and limitations, access, ethics and informed 
consent with regard to research involving children. Finally, the data analysis, covering 
approaches to data analysis, stages that the researcher took in analysing the data and 
justifying claims in qualitative research. An important part of this chapter is the discussion of 
the methods employed to accomplish the validity and reliability of the research. That is the 
use of multiple sources of data collection (e.g. photos, drawings, class observations, and 
interviews with students, parents and teachers). 
Chapter 4, 5 and 6 are the heart of the study, where the researcher presents the voice of 
the students.  In these chapters the researcher provides detailed description of each school 
case covering the school context, participants’ information and then narratives of the voice. 
The narratives are presented in themes emerged from drawings’ elicitation, photos’ elicitation 
and student led inquiry. In Chapter 7 the researcher analyses the similarities and differences 
of the themes through cross-case synthesis. 
Chapter 8 is dedicated to a discussion of the findings. In this chapter, the researcher 
first provides the answers to the research questions and then discuss the themes extracted 
from the student voice across all school cases compared to those of previous studies. Here, 
the researcher pays close attention to the discussions on student voice on inclusive education 
in developing countries that fall closely within the framework of this study. This comparison 
is crucial to see how the local cultural and political context of Indonesia influences student 
experiences of inclusion. This final chapter also presents some implications for policy and 
practice, limitation of the study and suggestions for future research. 
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Chapter 2:  
Review of the Literature  
 
This chapter provides a review of theories and an overview of previous research on 
inclusive education and student voice in three parts. Part 1 involves a review of theories and 
studies in the field of inclusive education. In particular, it outlines how definitions of 
inclusion have evolved, and summarises the relevant research by highlighting findings in the 
literature and areas requiring further investigation. While this chapter covers broad theories 
of inclusion, it emphasises inclusion as a democratic apprenticeship to build sustainable 
communities that respect and value diversity. Part 2 reviews literature of student voice in 
different contexts, and summarises research and developments in the field of student voice, 
especially with relation to engaging student voice through research with children. Finally, 
Part 3 focuses on a review of studies on children’s view and voices of disability and 
inclusion. 
 
2.1 Inclusion 
2.1.1 Interpreting inclusion.  Inclusion in education has been in the field for more 
than two decades. Meaning and enactment of inclusion have evolved as researchers and 
educators have worked and developed it in theory and practice. This section presents how the 
meaning of inclusion has evolved and how its practice is considered effective, highlighting 
aspects that perform as indicators, as well as factors that can act as either barriers to or 
supports for inclusion. 
 
2.1.1.1 Evolution of inclusion meanings.  The concept of inclusion can invoke various 
meanings and can be problematic. In the arena of inclusive education, the terms integration, 
mainstreaming and inclusion are often used interchangeably, although those terms differ 
substantially. Integration is a term used to refer to the attendance of a student with disability 
at a regular school, but they are placed in a separate special class (Foreman, 2005). Graham 
and Spandagou (2011) also suggest that integration can mean ways of normalising children 
with special needs so that they are ready to join the regular classroom. Meanwhile, in 
mainstreaming, students with disabilities are placed in a separate special class in a regular 
school but may partly attend a regular classroom, especially in subjects where the students 
are considered by teachers able to follow the activity (Foreman, 2005).  It can be inferred 
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from these perspectives that in integration and mainstreaming, it is the student with disability 
who is seen as problematic and in need of being changed. 
Loreman, Deppeler, and Harvey (2011) argue that the enactment of integration and 
mainstreaming leads to confusion in understanding inclusion. They contend that practices 
such as providing students with disabilities with part-time education in special schools and 
part time in regular schools, placing students in special or segregated classrooms in regular 
schools, or facilitating students with substantially different study programs in regular 
classrooms do not uphold the principles of inclusion.  Hence, an environment with separated 
learning systems for children with and without disabilities or substantially different programs 
only for children with disabilities is not inclusive. 
On the other hand, to say that inclusion means including children with disabilities fully 
in regular classrooms is risky too. It is one indispensable, however inadequate, condition for 
inclusion (Nilholm & Alm, 2010).  Inclusion encompasses our critical views towards ability, 
disability and diversity. A practice becomes inclusive when it addresses the needs of each 
child (Graham & Spandagou, 2011). Inclusion should be about celebrating diversity and not 
about helping children with disabilities to join in on predetermined requisites and 
circumstances (Jones, 2005). Further, Moore, Gilbreath, and Maiuri (1998) propose that 
inclusion is based on the philosophy of acceptance and belonging. In inclusive schools, the 
school and class environments are structured to meet the needs of all children regardless of 
ability or disability. Inclusion, thus, ensures all children’s full participation in learning.  
The notion of inclusion has also been defined variously via narrow and broad 
perspectives. From a narrow perspective, Rogers (1993) suggests inclusion as the placement 
of children with disabilities in regular schools that they would have attended had they had no 
disabilities. Thus, from this perspective, inclusion focuses on the place of education for 
children who are categorised as ‘having special educational needs’. 
Nevertheless, schools face diversity that is far more complex than a matter of disability 
or special educational needs, including race, religion, economic status, and ethnicity. 
Therefore we need a broad perspective to help adults and children in our schools and society 
to be responsive towards all differences. A broad perspective on inclusion is not focused on 
children with disabilities. Inclusion from a broad perspective embraces diversity in gender, 
ethnicity, religion, social class, language, and special educational needs (Nutbrown & 
Clough, 2006). The notion of inclusion also expands, pursuing intergenerational life-long 
learning within and outside school contexts, as presented in the four levels of inclusion 
(Topping, 2012) in Figure 2.1 below. 
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Figure 2.1. Expanding concepts of inclusion: four levels (Topping, 2012, p.13) 
 
Inclusion within holistic frameworks encourages teachers not only to put effort into 
educational inclusion, modifying their practice to meet individual needs but also into social 
inclusion (Wilde & Avramidis, 2011). Social inclusion refers to the acceptance of all students 
in the school community in which students feel included and are regarded as persons that 
belong in the school, with characteristics such as positive relationships with teachers and 
peers, involvement in school activities, feelings of belonging, and freedom from bullying 
(Lindsay, McPherson, Aslam, McKeever, & Wright, 2013; Petriwskyj, 2010; Specht, 2013; 
Conway & Fogget, 2017). 
Social inclusion has three elements of affective, cognitive and behavioural factors. The 
affective factor refers to how peers and teachers feel about students with disabilities, the 
cognitive factor is dealing with understanding individual differences and disability, while the 
behavioural involves the verbal and physical actions of students and teachers towards 
students with disabilities (Conway & Fogget, 2017).  
The broad concept of inclusion can provide support for children and adults to increase 
harmony between all forms of diversity. From this viewpoint, inclusion in education can be 
seen as one aspect of inclusion in society. Inclusion becomes the task of adopting a 
framework of values and taking it into action; a way of defining how we should live together 
within and beyond education, irrespective of our differences. Booth and Ainscow (2011) 
further state: 
Inclusion is most importantly seen as putting inclusive values into action. It is a 
commitment to particular values which accounts for a wish to overcome exclusion and 
promote participation. If it is not related to deeply held values then the pursuit of 
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inclusion may represent conformity to a prevailing fashion or compliance with 
instructions from above (p. 21).  
 
It has been suggested that such inclusive values include: equality, rights, participation, 
community, respect for diversity, sustainability, non-violence, trust, honesty, courage, 
compassion, hope, joy, beauty, love and wisdom. Even though all values are necessary for 
inclusive educational development, Booth and Ainscow (2011) suggest that schools base 
their educational development on actions arising from own deeply held values rather than on 
a series of programs or initiatives designed by others. Adopting inclusive education as a 
response to all differences, through putting inclusive values into action, can make a vital 
contribution to schooling. Moreover, inclusive values in action go beyond the school setting. 
It also provides a way to face broader challenges in the community such as discrimination, 
racism, biases in gender, ethnicity, disability, age, sexual orientation as well as health and 
environmental problems. In line with this, Slee (2011) states it is important to see inclusion as 
“providing an alternative vision of education as a democratic apprenticeship to build 
sustainable communities” (p. 159). Implementing inclusion in schools means that teachers 
seek social reform through building an engaging community to promote inclusivity. 
The broad perspective critiques the narrow perspective on inclusion that limits the 
discussion to the participation of children with special educational needs. On the other hand, 
the broad perspective proposes inclusion as promoting all children and adults’ participation in 
curriculum and community. Moreover, the broad perspective also challenges the separation 
of inclusion and social inclusion that confuses the meaning of inclusion itself. Inclusion is, 
after all, about supporting schools to become more responsive to the diversity of children’s 
backgrounds, interests, experience, knowledge and skills (Booth & Ainscow, 2011). 
Naraian (2017) suggests inclusion as enacting a pedagogy of deferral. Inclusion as 
pedagogy of deferral responds to the time constraint within curricula and assessment in which 
teachers have to evaluate students’ learning and achievement against scheduled and 
predetermined standards.  In this meaning making of inclusion, Naraian states that:  
 
It begins when educators decouple expectations of learning from their pedagogy and 
instead privilege the potential of the student. By recognising the potential of the student 
as always in process, unfolding and unfinished, they defer the outcome of student 
performance (p. 140).  
 
She further explains that inclusion as pedagogy of deferral constantly privileges the 
capacity of the student is always in the state of developing, and recognises that the student 
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performance is a signal of emergence. This approach will be meaningful for all teachers who 
envision inclusion, specifically when working in an educational context that values test 
scores or focuses merely on functional performances of students with disabilities, or performs 
other practices that may not fit with inclusive principles. This view of inclusion, I recognise, 
takes a strength base and high expectation position in understanding children and their 
diverse abilities.  
In sum, the meaning of inclusion has evolved and has important differences from 
integration and mainstreaming. Inclusion is rooted in the principles of social justice, human 
rights and a philosophy that schools provide for the needs of all students with all forms of 
diversity (Chambers & Berlach, 2011; Foreman & Arthur-Kelly, 2017). Supporting this 
stance, Slee (2013) argues that we need to scrutinise claims of inclusion carefully. Inclusion 
is about how far schools empower themselves to be able to work with difference.  However, 
when we look closely at the actions that take place in schools, we can see that some are 
informed, not by inclusive values but by values that create and perpetuate division and 
exclusion. And that this is embedded in how people view difference, in particular a 
misunderstanding towards disability. While scholars agree that making meaning of inclusion 
is a process, not a final desTutition, that is continuously worked out through actions and 
relations among members in a wider social and political context and marked out by struggle 
and negotiation (Benjamin, Nind, Hall, Collins, & Sheehy, 2003), the meaning of disability 
too has experienced an evolution that contributes to and influences the development of the 
meaning of inclusion. 
 
2.1.1.2 Models of disability.  This section explores models of disability in relation to 
understanding inclusion. It commences with a comparison between medical and social 
models of disability. Following, it discusses the perspectives offered by critical disabilities 
studies.  
The medical model of disability views disability as a biological or pathological 
condition. In this model, the disability is located within the person who is seen as having 
disorder and reliant on medical assistances. In contrast, the social model of disability argues 
that disability is created by societal definition rather than by a particular biological condition. 
This model of disability sees disability is caused by societal responses, not as embedded in a 
person’s impairment. This model includes the social constructionist view, discrimination 
view, and independent living movement. It refers to social-political movements to include all 
members to be recognised in social systems (Goodley, 2013; Mackelprang & Salsgiver, 
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1999). The reality of impairment and its impact on the individual is acknowledged in the 
social model perspective. However, the social model advocates that the physical, attitudinal, 
communication and social environment need to accommodate impairment as part of human 
diversity. It challenges the misconception of people with disabilities who are seen to be 
different to what is ‘normal’, being thus perceived as ‘abnormal’. The United Nations 
Convention on the Rights of Persons with Disabilities (UNCRPD) recommends the social 
model of disability as a paradigm shift in attitudes towards people with disabilities and 
approaches to address disability matters (PWDA, 2017). 
In addressing fallacies about disability, Critical Disability Studies (CDS) provides a 
perspective to unpack disability in terms of knowledge and power. Drawing on the ideas of 
Foucault, Butler and Derrida, CDS aims to deconstruct ideas about disability and how the 
ideologies that surround disability have been constructed. It is about disturbing our 
assumptions about disability and critically examining the categories used to construct 
disability. CDS seeks to deconstruct the binary distinctions that are used to create difference, 
hierarchies and ambiguous connections between people with and without disabilities 
(Shildrick, 2012).  
Goodley and Runswick-Cole (2010) suggest that CDS builds on the shoulders of social 
model scholars but open to transformative theories. Through their work with children with 
disabilities and their families, they found that ‘disability’, ‘impairment’ and ‘child’ are 
reproduced in contradictory ways by disability discourses. Furthermore, dis/ability and 
ab/normality are close alliances that can collapse one into the other very easily in ways that 
threaten to turn an impairment label into a total descriptor of a child being categorised as not 
normal. CDS critically analyses the terms used to define disability and impairment. Drawn 
from socio-linguistic theory, in particular the work of Derrida, critical disability studies aims 
to contest meanings, arguing that binary opposites, in which one term takes superiority over 
the other, exist so as to mislead us into valuing one side of the dichotomy more than the 
other. Deconstructing such meanings and breaking down binary opposites will reveal the 
problem faced by people with disability. This problem arises in the relationship between 
impairment and oppression, the former acting as an unexamined term underpinning the latter. 
CDS contrasts with a social model analysis that presents disability as the collective 
experience of oppression. It argues for the development of a social space where identities 
could be formed free from the normative constraints imposed by the binary of the disabled 
and non-disabled (Corker, 1999; Goodley, 2013).  
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2.1.2 Evaluating inclusion in schools.  As perspectives of inclusion have emerged, 
been exercised and reflectively critiqued in educational settings, criteria for inclusion have 
gained the attention of inclusion advocates. Criteria for inclusion depend on how a context 
positions itself within the continuum of inclusion. The continuum, in which mainstream 
schools may demonstrate their stances from inclusive to integrationist to exclusionary 
orientation, shows the differing schools’ attitudes to disability, ethos of implementing 
inclusion, and approaches to inclusive principles (Wilde & Avramidis, 2011).  
If special need is the core of inclusion, then related indicators in the field of special 
needs education will be most considered. Factors such as availability of special education 
teachers, facilities to support the specific disabilities of the children and the presence of 
Individual Education Plans become the main indicators of inclusion. These criteria of 
inclusion which focus more on special needs rather than attention to social justice, human 
rights and diversity, arise and are commonly established in the Indonesian context and that of 
developing countries (Lamorey, 2002; Mujito, 2005; Mudzakir, 2011; Purbani & 
Tripamungkas, 2013; Yuchen, 2016).  
Another criterion of inclusion focusing on children’s experiences in the school context 
comprises two aspects of inclusion, namely academic and social inclusion. The two criteria 
are critical to address, as they can be factors promoting or hindering students’ learning and 
participation in school. Academic inclusion concerns supports that students receive to be 
successful in learning and social inclusion means that students are regarded as persons who 
belong in the school (Petriwskyj, 2010). Elements in school central to social inclusion (i.e., 
belonging and connections), can be seen in the relationships between students and teachers. 
Therefore, to understand how inclusion is implemented in school can be done by observing 
social relationships in school (Baumeister & Leary 1995; Beck & Malley 1998; Geddes 2006; 
Osterman 2000).  
Loreman, Forlin, Chambers, Sharma, and Deppeler (2014) suggest two broad 
categories that can act as classifications to explain inclusion theories and measure inclusion.  
The first one is using key features of inclusive education, and the second one is the removal 
of exclusion and marginalisation to promote inclusive education. In regards to the first 
category, Booth and Ainscow (2011) suggest key points in developing and evaluating 
inclusivity in schools in the Index for Inclusion. Their approach involves three dimensions, 
namely creating inclusive culture, producing inclusive policies and evolving inclusive 
practices. The first dimension is the foundation for the latter two dimensions. One proponent 
of this, Slee (1997), also suggests that inclusion is first concerned with inclusive or exclusive 
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culture and not the deployment of resources. Booth and Ainscow (2011) further explain that 
creating inclusive culture can be done by building a sense of community and establishing 
inclusive values such as human rights, participation and non-violence. Developing inclusive 
policies and evolving inclusive practices involves providing supports for diversity and 
creating curricula for all which include addressing issues of behaviour as well as health and 
environmental concerns.  
The Index has been translated into 40 languages and many countries around the world, 
including developing countries, have been using it for school review and development 
towards more inclusive values, policy, and practices. After conducting studies using the 
Index in Australia and other countries, Carrington and Duke (2014) suggest that it is a great 
resource in international contexts, as the dimensions, sections and indicators provoke parents, 
teachers, school principals and students to challenge society and cultural assumptions in their 
own context. While the Index has been used internationally and has provided key points in 
evaluating for inclusion, Loreman, Forlin and Sharma (2014) conducted a review on 
international literature of indicators for measuring inclusive education and suggest fourteen 
themes that can be considered as indicators when measuring inclusive education. The themes 
are policy, staff professional development and teacher education, resources and finances, 
leadership, curriculum, climate, school practices, classroom practices, collaboration and 
shared responsibility, supports for individuals, role of special schools; participation, student 
achievement, and post-school outcomes. 
The second category focuses on removal of exclusion and marginalisation.  Messiou 
(2012) and Slee (2013) argue that to claim inclusion we must first identify and eliminate 
marginalisation and exclusionary pressures. An international reference from UNESCO also 
emphasises the importance of addressing exclusion in education by locating and removing 
barriers for students to access quality education as stated below,  
 
Inclusion is a process that helps overcome barriers limiting the presence, participation 
and achievement of learners (UNESCO, 2017, p.13). 
 
UNESCO (2017) promotes inclusion in education that respects diverse needs and 
abilities, removes barriers that limit the participation and achievement of all learners, and 
eliminates all forms of discrimination in the learning environment. The next section will 
focus on identifying barriers to as well as resources for inclusion.   
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2.1.3 Barriers to and resources for inclusion. 
2.1.3.1 Barriers and exclusionary pressures to inclusion.  Inclusion involves a 
fundamental change in education and thus may be impaired by a range of barriers. The 
barriers may come from external, organisational, and personal factors (Foreman, 2005). 
External barriers may come from other institutions such as district governments or 
communities; organisational barriers may arise from the school as an institution, whereas 
personal factors may be rooted in individuals' beliefs, values, understandings and skills. 
Additionally, MacConville, Dedridge and Gyulai (2007) suggest that barriers to inclusion 
which arise from the school as an institution in particular can be environmental, 
organisational and attitudinal. Examples of environmental barriers can include access to 
movement around the school, playground or excursions. Organisational barriers can be policy 
or decision making that ignores the needs of students with disabilities such as budget 
allocation or enrolment policy. While attitudinal barriers are rooted in the way teachers and 
peers view students with disabilities by putting labels on them and making assumptions, thus 
failing to see them as individuals and treating them equally. 
 
2.1.3.1.1 Understanding of inclusion.  Studies show that different individuals’ 
understandings of inclusion, such as using inclusion and integration interchangeably (Graham 
& Spandagou, 2011; Paliokosta & Blandford, 2010) can mislead and create a gap between 
the philosophy and the practice of inclusion. It may affect the educational practice and hinder 
transformation in education hence becoming a significant barrier towards inclusion. Graham 
and Spandagou (2011) explored the view of principals in Australia towards inclusion and 
reported that the various understandings of inclusion at work sustained a gap between vision 
and reality.  
With regard to teacher understanding and attitudes toward inclusion, research in 
different countries and from different cultures has shown concerns in the adoption and 
implementation of inclusive education in spite of general support for the theory of inclusion 
on the part of teachers. In particular, a study with Korean regular primary school teachers 
showed that while teachers hold positive attitudes towards inclusion, they can be reluctant 
and unwilling to teach students with disabilities. Teachers within the study indicated limited 
time to meet the needs of students with disabilities, a lack of training on how to implement 
inclusion, inadequate support and resources, unrealistic expectations of academic 
achievement and problems in curriculum and instruction adjustments, as difficulties in 
implementing inclusion (Hwang & Evans, 2011). Some common explanations that classroom 
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teachers give as reasons which cause them to be hesitant about inclusion are: lack of training 
on specialised instruction; students with disabilities are the responsibility of a special 
education educator; students with disabilities require additional work; and, the presence of 
students with disabilities reduces time for teaching students whom the teachers view as 
having more chance to achieve (Jordan & McGhie-Richmond, 2014). 
As noted previously, training in the field of inclusive education has been conducted for 
teachers in different countries. However, studies show that training for teachers in the field of 
inclusive education pays only a little attention to building teachers' understanding of their 
own context (Howes, Grimes, & Shohel, 2011). The importance of understanding their own 
context, such as culture, views and language, in bringing about change is crucial. 
 
2.1.3.1.2 School culture.  Research also demonstrates that inclusion should be an 
intentional process that shapes schools' culture through shared policy, philosophy and values 
(Bradley, 2006). Thus, the involvement of all school members is essential for successful 
inclusion. However, research also shows that in many contexts inclusive education is 
imposed rather than intentionally adopted, and its complexity has created exclusion. This 
concern of exclusionary pressures found within inclusion is recognised in schools regardless 
of the different school contexts. Despite the continuous introduction of policy initiatives, the 
support of teachers for the principles of inclusion and the positive attitudes towards inclusion 
as indicated in research in different contexts, school culture remains largely unchanged in 
interpreting, accepting and accommodating student diversity (Booth & Ainscow, 1998; 
Armstrong, Armstrong, & Spandagou, 2011; Florian & Rouse, 2010; Hwang & Evans, 2011; 
Paliokosta & Blandford, 2010).  
Inclusive education requires a school culture that emphasises the notion of diversity and 
is based on an aspiration to explore difference and similarity. Therefore, the goal of creating 
inclusive schools should not focus only on the needs of students with disabilities but should 
be embedded in the broader context of difference and similarity. Recognising and 
understanding social responses to difference and establishing cultures of difference within 
schools, can promote equity and the inclusion of all students (Turner & Louis 1996). 
However, in reality, policy for inclusive education is often fragmented, incoherent, 
inconsistent or overtly discriminatory that effects practices that tend to emphasise particular 
groups (i.e., students with disabilities). If policy does not value diversity and challenge 
deficit, school culture and practices will remain in a narrow understanding of inclusion 
(Hardy & Woodcock, 2015). 
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2.1.3.1.3 Narrow view of difference.  It is argued that taking the approach that focuses 
only on special educational needs can create problems for inclusion.  The false 
understanding, when focusing only on special educational needs, such as the narrow view of 
difference and the perceived complexity to differentiate learning, will result in problems in 
inclusion (Black-Hawkins & Florian, 2012; Paliokosta & Blandford, 2010). An approach 
toward difference that uses categories and a narrow diagnostic model such as labels of special 
needs do not provide the information that teachers require to address children’s needs in 
order to put inclusion into practice and support inclusive policies (Dockrell & Lindsay, 
2000). Such a narrow paradigm focuses on the children’s ‘impairment’ that often leads to 
teachers treating disability as a social deviance and neglecting the positive aspects of the 
children. Discrimination and social exclusion are rooted in this paradigm.  
This exclusionary character can be seen in institutions with traditional perspectives that 
create a differentiation between ‘them’ and ‘us’. The differentiation can be sustained by the 
use of labels, uniforms, and physical separation such as resource rooms. Those who have 
power in this type of institution decide what ‘treatment’ is best and what boundaries needed 
for those in the position of ‘them’. Explanations behind this differentiation can be found in 
attitudes that value control and order and serve the purpose of an institution’s ambition to 
demonstrate rigour. This situation involving differentiation also shows the institution’s 
orientation to a non-child perspective and children objectification (Ryan & Tomas, 1976).  
In situations involving dehumanisation and objectification, such as when differentiation 
between ‘them’ and ‘us’ is shaped, when children are negatively defined and stigmatised, 
Sommer, Pramling Samuelsson, and Hundeide (2010) state that it is important to intervene in 
order to promote humanity.  
 
… dehumanisation and objectification, an invisible line appears to be drawn between 
“them” and “us”. “We” who are on the inside of this line may experience mutual love, 
empathy, and human care and friendship from the others on the inside, while those on 
the outside are at best treated with indifference, and at worst as objects deprived not 
only of their rights, but also of their subjectivity – to be understood and viewed as 
“persons” and fellow human beings with the ability to feel, wish, and need as human 
beings. (p. 106) 
The view of difference will hold implications for how teachers interpret inclusion and 
put inclusion into practice. Avramidis (2006) argues that inclusive education is not about 
training special education teachers for ‘special children’, but about getting teachers to 
challenge the way they conceptualise difference and perceive educational failure. Evidence 
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from research also leads to an argument that a standard of inclusive pedagogy means 
responding to individual differences in ways that avoid the stigma of marking some learners 
as different (Black-Hawkins & Florian, 2012).  As a result, this view of difference would 
advocate inclusion as a process of increasing involvement and decreasing exclusion not only 
in curricula access but also in cultures and communities (Ainscow & Booth, 2005). 
 
2.1.3.1.4 Language and labels.  One of the exclusionary pressures can be embedded in 
language. School is one context for establishing an understanding of the power of the use of 
labels and categorisation. Language can, on the one hand, be empowering, but on the other 
can also be disempowering and pose exclusionary pressure. Popkewitz and Lindblad (2000) 
argue that exclusion can manifest either in distinctive descriptions or in subtly hidden 
categorisation through the practice of inclusion in school such as by the use of labels. This 
way, inclusion may mask continued exclusion. In support of this,  Loreman, Deppeler, and 
Harvey (2011)also state that exclusion may take the form of less favourable treatment or 
discrimination through categorisation and labelling rooted in people’s differences. Therefore, 
education communities should prevent the on-going use of the language of categorisation and 
labels that mislead inclusion. Slee (2001) advocates that the adoption of terminologies of 
inclusion should become a new language that symbolises inclusion, yet the traditional 
judgment towards the less able student continues.  
An example of a broader experience of exclusionary pressures, including the use of 
language, is shown in a study exploring students’ experiences in two schools in different 
contexts in Finland and South Africa (VaÌˆyrynen, 2005). The study sought to understand 
these experiences in relation to policies, practices and cultures of the schools. The findings 
showed that the schools, which were working to becoming inclusive, were generating 
exclusion as well. Teachers and staff members were not aware of the exclusionary pressures 
that presented at the schools, whether they were overt or subtle ones. Some examples of 
apparent exclusionary pressures were structural arrangements of special classes where 
students were strongly perceived as a separate group, and general teachers calling the 
students ‘integration learners’ when they participated in mainstream classes, thus sending a 
message that these students did not belong in mainstream classes. Meanwhile, an example of 
the not so apparent exclusionary pressures at work was the lack of support for learning where 
teachers were ignoring or actively excluding disengaged students. The study recommended 
that the cultures of the schools, shared understandings and interpretations of the wider 
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education policies within the local context were key factors for the process of change towards 
being more inclusive (VaÌˆyrynen, 2005). 
According to Beckett (2014), the labels, language and negative messages are the 
representations of how cultures understand and situate disability. He further advocates that 
this, what he terms as a cultural schema of disability which sustains the privileged identities 
of children without disabilities and subordinates the position of children with disabilities, 
should be an important matter for schools to challenge. School and society urgently need to 
do more in this regard to end discrimination (Beckett, 2014).   
Children can and do show their disagreement towards these cultural schemas, and they 
too can make reference to competing meaning-systems associated with human rights and 
equality of opportunity. If children were encouraged and supported to engage critically with 
the cultural schemas of disability, they could play their part in transforming the cultural 
schemas. Teachers can best support children to transform the cultural schemas of disability 
by developing anti-oppressive pedagogy, “a range of approaches concerned with challenging 
oppression” (Beckett 2015, p.77), and providing young people with the knowledge, skills and 
characters to erase bias. Children and teachers can be encouraged to view themselves as 
agents who are willing and able to confront and challenge stereotypes, oppressive, and 
discriminatory behaviour, not just within schools but also within their wider community 
(Baglieri & Shapiro 2012; Beckett, 2014; Slee 2011).  
 
2.1.3.1.5 Conclusion.  The endorsement of a policy of inclusive education is 
contentious because not everyone agrees that it is possible and debate about how this can and 
should be achieved continues (Warnock & Norwich, 2010). Therefore, examining practices, 
processes and activities associated with inclusion is important because many practices in 
schools are claimed to be inclusive while in reality they reproduce the problems that are 
meant to be solved. This means the reproduction of educational inequity or exclusions 
continue, hence examination is necessary to create the conditions vital for change (Benjamin 
et al., 2003; Black-Hawkins & Florian, 2012; Slee, 2012). In the complexity of efforts to put 
inclusion into practice, Slee (2012) further suggests that the real challenge is learning how to 
identify, understand and eliminate exclusion. He argues that this should become the focus of 
educators, as it is apparent that some inclusive mechanisms have worked, contrary to 
intention, to generate exclusion.  School as a social institution may become an initial setting 
for children with disabilities to experience formalised exclusion, as many schools are 
practising what they label as ‘inclusive education', however, on the contrary, these practices 
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can reproduce the very problems they intend to solve (Black-Hawkins & Florian, 2012; 
Malhotra & Rowe, 2014).  
 
2.1.3.2 Resources and support for inclusion.  Barriers to inclusion can be reduced 
through mobilising school resources and utilising them as supports for inclusion. Resources 
and support for inclusion can be found in any aspect of a school, such as in its cultures; 
policies and practices; in its buildings and classroom equipment; and in its members such as 
parents, teachers and children (Booth & Ainscow, 2011).  
 
2.1.3.2.1 Teachers.  A study investigating primary school teachers’ attitudes towards 
inclusion in Indonesia showed that teachers supported the principles of inclusion 
(Kurniawati, Minnaert, Mangunsong, & Ahmed, 2012). In addition to this, findings in a study 
on teachers’ beliefs in Indonesia also showed a strong factor supportive to the development 
of inclusive classroom practice was the belief that all teachers can teach all children. This 
belief can be linked to the principle of children’s right to participate in the educational 
context with their typically developing peers, although deeper evaluation is needed as the 
Indonesian teachers in the study viewed all children learning in the same way. The finding of 
the latter study revealed a change to a previous finding of a similar study on Indonesian 
teachers’ belief that showed that teachers indicated dilemmas about the aspect of where (i.e., 
special school or mainstream school settings) and who (i.e., type and severity of disability) 
when teaching children with diverse needs (Sheehy & Budiyanto, 2015).  
Social constructivism postulates that changes in teachers’ beliefs and inclusive 
classroom practices are strongly mediated by experience and interactions (Lewis & Norwich, 
2005; Norwich, 2008). In this regard, there is variability where some teachers have the ability 
to see that they can develop education programs that do not create barriers for any students 
while others believe they cannot. Although it is acknowledged that the experiences of one 
teacher in one particular context may not be relevant to other teachers in other contexts, the 
variability shows that such teachers, who sustain their commitment to inclusion, can be a 
resource of learning for the other teachers regarding inclusive practices or inclusive 
pedagogical approaches. These approaches particularly, require the other teachers to change 
their beliefs to seeing deficit in learners and difficulties in learning as professional 
challenges, thus strengthening their commitment to continuing professional development as a 
way of developing more inclusive practices. Such professional development within schools 
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might include regular opportunities for teachers to observe one another when teaching and 
discussing the teaching approach they use (Ainscow, 2016; Black-Hawkins & Florian, 2012).   
 
2.1.3.2.2 Children.   
Children may be seen as a resource for building inclusive classrooms, based on the 
constructivist approach where learning is understood as socially constructed, and each of the 
community members stands to benefit from the full participation of everyone. In line with 
this, peers can act as models for children to learn skills they would not have access to if 
placed in an homogenous environment. The role of peer-mediated instruction in children's 
learning has consistently demonstrated evidence of enhanced academic performance, 
improved interpersonal skills and increased acceptance of individual differences for a range 
of students including those with disability (Loreman, Deppeler & Harvey, 2011). Moreover, 
students with disabilities decrease their dependency on special education support, participate 
more actively in class activities, have access to more opportunities of social engagement, and 
develop communication skills and relationships that can contribute to a sense of belonging 
and general well-being when they work together with their peers (Carter et al., 2015). 
Another children’s potentiality as a resource for inclusion is their voice. The 
significance of identifying exclusion in order to extend inclusion has been discussed 
previously in this chapter. Children’s voice could provide an important resource for 
identifying and challenging exclusion, yet children’s voice is often undermined (More & 
Slee, 2012). Students with disabilities in mainstream schools are often seen as the recipients 
of expert advice and not the ‘experts of their own lives’. Slee (1999) states that we need to 
turn to a philosophy that challenges the paternalism within the education system in which 
self-acclaimed ‘experts' claim to act in students' best interests while their policies sustain 
separation and marginalisation.  
Therefore, resources found in children, especially in their capacity to inform adults, 
need to be more clearly explored. Children are affluent in knowledge about what may hinder 
their learning and participation. Further discussion on the value of children’s voice to 
enhance inclusion will be presented in the following part. 
 
2.2 Student Voice  
2.2.1 Articulating student voice.  Fielding (2012) argues that children’s voice should 
be grounded in rights-based approaches rather than relying on a conditional goodwill of those 
in leadership positions to back it up. The United Nations Conventions on the Rights of the 
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Child (UN, 1989) states that children have the right to freely express their perspectives and to 
be heard, especially pertaining to issues affecting their lives. Student voice with its rights-
based definition also refers to the rights of children and young people to have collective or 
individual voice about their education. Four elements to realise the UNCRC are space, voice, 
audience and influence. Each of these elements represents the affordances of opportunities to 
express views, the facilitation to express views, the attention to listen to, and the act to 
respond to the children’s voice (Lundy, 2007).  
In reality, however, children are often silenced and deemed to be incompetent to give 
worthy opinions.  This is often a result of deficit thinking towards young minds, especially 
those of children with disabilities (Jenkin et al., 20015; Whitburn, 2016). Advocates of 
inclusion, thus, call on future research to investigate student voice, not only to better 
understand their characters, strengths, and existing deficits, however, more importantly, to 
look into the insights of students to break down assumptions, to discover values and 
meanings to improve and advance inclusive practices in attaining more socially just 
schooling (Allodi, 2002; Carrington, Allen, & Osmolowski, 2007; Messiou, 2008).  In this 
regard, Fielding (2012) recommends for us to search for absences, such as the voices of those 
deemed less successful, less able or less important in school and society; to consider whose 
voices are heard and why, and to reflect on the nature and extent of the silences that so often 
go unnoticed.  
Fielding (2004a) states that within education we have a crisis rooted in intellectual and 
practical purposes. These purposes are usually represented in schools within high 
performance models in which functional ends determine the inclusion and exclusion of 
students. Students are valued if their contributions elevate the school's standards and 
performance. The performance pressure puts the educational aspirations in the margin, a 
purpose that schooling serves to that is the educational goals students set for themselves. On 
the other hand, if education is based on a person-centred approach, it is contributing to the 
development of civic society and creative human development. 
To achieve the development of a civic society, Dewey (1933) argued that critical 
constructivism challenges teachers to introspectively scrutinise their educational practice, and 
likewise, to appreciate that each individual brings their diverse background; hence they sense 
the world in different ways.  Dewey (1933) also strongly advocated for teachers to listen to 
students and to inquire into their thinking and learning.  In Dewey’s view, schools should be 
a place for: “training of thought” (p.56) forming habits of thinking reflectively, and in this 
respect, teachers need to establish uninterrupted conditions that facilitate continuous habits of 
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curiosity and exchanges of suggestions and ideas. This cannot be secured if children are 
silenced when they ask questions, if their explorations and investigations are not supported, 
and if they are merely trained to memorise. Children need to be supported to think, to 
question, and to initiate responsibility. Furthermore, teachers need to recognise that teaching 
entails not only what they intentionally plan, but also what they do in and beyond the 
classroom without any conscious reference, such as those actions influenced by school 
environment, atmosphere and behaviour towards children’s curiosity and opinions.  
Furthermore, Freire (1985) through his thesis of ‘culture of silence’ stated that  culture 
and climate in education and society inevitably can create barriers. From the perspective of a 
critical humanising pedagogy, Giroux and Freire (1986) emphasise the importance of 
involving and listening to the voice, subjectivity and experiences of marginalised or minority 
groups. Critical humanising pedagogy calls for teachers to work with and be transformed by 
students, thus challenging the view of students as passive consumers of information. This 
approach recognises that the dehumanising legacy of our past entails re-humanisation 
initiatives if we are to allow the full potential of our students and citizens (Giroux & Freire, 
1986). 
The conception of ‘voice’ itself refers to children’s capability to communicate and their 
right to do so (Thomson, 2008). However, Thomson (2008) further asserts that having a say 
is not the only meaning of voice. It involves language as well as emotions and non-verbal 
ways to express views. Voice is a rich concept for exploring experiences of self that may 
speak in words, but may also be emotions expressed wordlessly. Therefore, conducting 
research with attention to voice also means to be aware of those signals that are unspoken, 
such as facial expressions, body movements or speech tone patterns (Jenkin et al., 2015). 
Additionally, expressions in visual forms such as drawings and photos are also modes 
through which children are able to represent experiences unconstrained by language. Visual 
means are interpreted as providing a ‘voice’ enabling diverse experiences that make up 
children’s lives to be represented (White, Bushin, Carpena-Méndez, & Ní Laoire, 2010). This 
is especially needed if research is to be conducted with children whose modes of 
communication and expression may be complex as a result of individual differences. 
Student voice can also be interpreted and understood in different ways. In the context 
of schooling process, student voice can be seen as a tool of introducing democratic practices 
(Moran & Murphy, 2012). Further, following Habermasian ideas, they assert that student 
voice is a way of cultivating citizenship and promoting civil society, a tool to question 
dominant power. In developing inclusive practices that reflect individual civil rights as well 
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as individual needs, it is important that we listen to student voice and perspectives (Jones, 
2005). Further, privileging student voice must be undertaken to support children to make 
relevant and informed decisions about their learning (Mockler & Groundwater-Smith, 2014). 
These practices involve engaging students on a regular basis in discussions of learning 
processes. 
Cook-Sather (2006) states that young people deserve our attention and responses to 
provide opportunities for them to actively shape their education as they offer unique views 
and insights on learning, teaching and schooling. This indicates facilitation for the children to 
be agentive in their educational contexts (Thomson, 2011). Facilitating students to be 
agentive brings benefits not only to learning and teaching, but also to students themselves. 
Potential benefits for engaging primary school students in student voice include developing 
students’ agency, belonging, competence, dialogue, and civic efficacy. Included in these 
aspects is the benefit to facilitate students’ ability to articulate opinions, connect with others, 
and develop leadership and social consciousness (Mitra & Serriere, 2012) all of which will 
assist schools to be more inclusive and socially fair.  
 
2.2.2 Approaches to engaging student voice.  Fielding (2012) proposes six types of 
engagement that constitute a continuum of interaction between adults and young people and 
categorise the degree of children’s involvement in schools and other educational contexts. 
1. Students as data source – teachers use information about student performance, for 
example, inviting student opinion to plan for learning. An example of this is 
conducting a survey developed by teachers to gather student views on important 
aspects of school life. This position relies on the collection of passive data. 
2. Students as active respondents – this type of partnership is characterised by open 
dialogue and discussion between teachers and students in which student views are 
sought in order to better understand and enrich teachers’ decisions for learning and to 
deepen the learning of the student.  
3. Students as co-enquirers – although at this point, teachers and students are not in an 
equal position in the research endeavour, student support is actively performed, and 
an interdependent relationship is more apparent. While the teacher still takes the lead 
role, students are not merely discussants but co- enquirers into matters of significance 
to both parties, whose commitment and agreement are important. In previous projects 
using the Index for Inclusion for school development plan, Carrington and Duke 
(2014) reported that secondary school students were engaged in collecting data from 
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their peers to inform a school committee how the students feels when they were 
included and excluded, ways to improve relationships between students and teacher, 
and thoughts for behaviour support. 
4. Students as knowledge creators – compared to the previous stages, here students take 
leading roles in research with active support from adults. Partnership and dialogue 
continue, but it is the initiative and the voice of the student that takes a leadership 
role. Students identify the issues to be pursued and subsequently undertake the 
inquiry/development with the support of teachers.  An example is found in a study 
involving preschool children. The preschool children with and without known 
disability were involved in all aspects of the research process such as choosing 
methods of inquiry, tools and conducting data gathering. They were able to identify 
what they liked and disliked about their preschool setting, as well as the strengths and 
limitations of the material used during the research (Gray & Winter, 2011). 
5. Students as joint authors – this model involves a genuinely shared, fully collaborative 
partnership between students and teachers. Students and teachers agree on 
collaborative action together. Leadership, planning and conduct of research and the 
subsequent commitment to responsive action are embraced as both a mutual 
responsibility and energising adventure.  
6. Intergenerational learning as lived democracy – here, shared and collaborative 
partnership between students and teachers are extended with an emphasis on joint 
commitment and responsibility for the mutual benefit. This includes opportunities for 
an equal sharing of power and responsibility.  
 
When attempts to listen to student voice are in place, we still need to critically examine 
how it is implemented in schools. This means whether student voice still serves its authentic 
purpose or becomes a tool of management and is used to reproduce the practices of 
standardised quality assurance. In regard to this, schools need to acknowledge the important 
tensions for many teachers, in particular, persistent pressures of curriculum coverage and 
demand on academic performance which can lead to student voice being used merely to push 
and legitimate claims of quality of schools (Fielding, 2012).  
The types of engagement show the differing level of equality when working with 
student voice. The involvement of student voice in this research, the researcher argues, falls 
within the position of students as co-enquirer and as knowledge creator. Further discussion 
on engaging student voice through research is presented in the following section. 
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2.2.2.1 Engaging student voice through research.  Mockler and Groundwater-Smith 
(2014) state that in the complex social world of schools, even in primary schooling that 
appears to be more flexible in nature compared to secondary schools, there are borders and 
boundaries. There are groups that experience inequalities in terms of power, status and 
resources. Engaging student voice can be understood as an attempt to interrupt the normal 
inequalities that are often embedded within school relations. Further, it requires important 
measures that attempt to reduce evident and subtle forms of power imbalance. Measures 
mean actions of student voice and dialogue in which one is committed to listen, respect, open 
the mind, and risk her/his preconceptions, fixed beliefs, biases and prejudices.  
When children are supported with appropriate skills and methodological tools in 
research, students can actively engage in research concerning their lives and suggest valuable 
insight into their lived experience and understanding, addressing concerns that matter to them 
(Christensen & Prout, 2005; Clark & Moss, 20011; Dockett & Perry, 2007; Freeman & 
Mathison, 2009; Greene & Hogan, 2005; Nutbrown & Clough, 2006).  
 
 
Figure 2.2. A schema for empirical enquiry into disabled children’s voices (Carpenter & 
McConkey, 2012, p. 252). 
 
In this type of research enquiry children’s voice is the centre of the research while 
encircled by domains that are inter-linked: theoretical frameworks, research methodologies 
that facilitate children’s participation and research themes and topics. The theoretical 
framework adopted by the researcher strongly influenced the research methods selected, the 
way children participated in the research and the topics that were the focus of the 
investigation.  
In the schema presented by Carpenter and McConkey (2012), policy is purposefully in 
the top position. It summarises the aspirations and intentions of society with respect to 
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children. Policy also indicates the understanding, priorities and resources towards provisions 
for children with disability. Family influences on children can be profound and long-term; 
thus a broader understanding of families’ aspirations is necessary.  Moreover, the dynamics 
between families and society has a particular resonance for children with disability, who are 
among the most marginalised in many contexts. Society’s attitudes to disability can be 
ambivalent, embracing both rejection and protection. The voice of children alone is 
insufficient to replace any negative perceptions and attitudes with more positive visions of 
equal opportunities and living with full participation, but their advocacy is vital in helping 
them to become active members of their families, communities and societies (Carpenter & 
McConkey, 2012). 
Moreover, including student voice in research should be done via authentic approaches 
involving collaboration between children and adults where children’s involvement is 
extended from passive participants as data source (Fielding, 2011) to active participants as 
co-researchers (Groundwater-Smith & Mockler, 2015). Fielding (2004b) suggests that in the 
partnerships of student as co-researchers model, teachers or adult researchers are seen as 
experts in relation to the topic of investigation, methods and completion of the project while 
students are seen as fellow researchers, enquirers and makers of meaning. This can be 
observed, for example, in participatory action research to develop independent learning in a 
primary school class. The teacher and the students discuss the methods from observation and 
video of lessons. The students narrate their view of independence in learning, what it meant, 
what it felt like, what it looked like. Here both teachers and student co-researchers learn 
things about independence in learning from the engagement and dialogue that they cannot 
have from traditional action research. The students take the advantage of their individual and 
collective agency while the teacher uses the results to inform future practice (Fielding, 
2004b). 
Meanwhile, compared with the student as co-researcher approach, student as researcher 
model is characterised by the higher degree of ownership and leadership of the students. 
Students are equipped with the skills and principles of research through educational 
processes. Students decide the topic for investigation, shape the focus, pace and pattern of the 
research while receiving continuous support throughout the project from teachers or adult 
researchers. While similar concerns may be shared, students tend to perceive the school life 
using their lens, which is different from the way that adults see it. Teachers can facilitate the 
realisation of the research recommendation while continuing to support the development of 
the research skills (Fielding, 2004b). As mentioned previously, this study engaged the 
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students within the continuum of co-enquirers and knowledge creator in which students 
switched their role from co-researchers to researchers inquiring their own topic of interest. 
In the research context, student voice can be amplified and strengthened through 
invitations to engage in arts-informed activities, such as photography, with the enrichment of 
narrative stories. An example of this was depicted in a participatory research project with 
school children in Zambia and Tanzania. The photo elicitation enabled constructive dialogue 
about the meaning of inclusive education especially in regard to the use of classroom space 
and understanding the difference between ‘good teacher’ and ‘good teaching’. The elicitation 
also revealed students’ concerns regarding relationships between teachers and students that 
went far beyond disability such as teacher cruelty and corporal punishment (Miles, 2011). 
Photography as a promising method in research to enable children to provide their 
views on disability and inclusion was also shown in a study using a picture booklet to invite 
preschool children’s views on inclusion practice. In one instance, the children were asked 
their thoughts and opinions about a photo depicting a group of children sitting together while 
one child was sitting on the side. Their spoken narratives revealed that 40% of the children 
considered negative assumptions of the child (i.e., he or she was naughty or in trouble) (Jones 
& Gillies, 2010). Another study in the field of disability exploring views of 46 pre-school 
children by using photographs of unfamiliar children with disabilities helped researchers to 
better understand children’s awareness of Down syndrome. The study found that children 
were more likely to be aware of physical disability and visual impairment, but not aware of 
the facial characteristics typically seen in children with Down syndrome. The sensitivity of 
facial features arguably may develop in the early elementary years (Diamond, 1996). The two 
studies inform us that a visual tool such as photography can facilitate children to give their 
opinion about situations in the classroom context as well as their observation about 
difference. Affordances of arts informed methods in research with children will be discussed 
further in the following chapter of Methodology. 
 
2.2.3 Listening, interpreting and realising children’s voice.  Dorothy Scott (as cited 
in Cheresearchers, 2016) cautiously noted “… our cognitive cocoons and our own adult 
emotional responses […] can lead not only to us projecting onto the child what their meaning 
of an experience might be but also to censoring the child's meaning” (para. 3). The quote is a 
relevant entry to a discussion on understanding the distinction between ‘child perspective’ 
and ‘child’s perspective’ needed when interpreting children’s voice. Child perspective is a 
process when adults are trying to study the children by employing external ways, while 
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child’s perspectives is the view of the children themselves and is always expressed in the 
child’s own words, thoughts or images. The child as the subject in her/his own world is the 
centre within the notion of children’s perspectives. Meanwhile, through child perspectives, 
adults attempt to understand a child-focused interpretation of children’s actions and 
statements. Adults are creating child perspectives in which they are seeking to reconstruct 
children’s perspectives as authentically as possible regarding children’s understanding of 
their world. However, adults’ objectification of the child will always be embodied despite the 
child-centeredness (Sommer et al., 2010). 
Correspondingly, Nilsson et al. (2015) suggest that interpreting children’s voice can 
occur within a continuum from having child perspectives to taking children’s perspective. 
Having children perspectives means that adults have opinions about children’s views and 
feelings, meanwhile taking children’s perspectives means children are given the opportunity 
to speak for themselves. It is critical for adults to take children’s perspectives when 
examining, understanding and interpreting the voice of children.  
Further, adults’ positions within the continuum of having child perspectives to 
children’s perspectives can influence the nature of actions taken by adults to interpret 
children’s voice that can take forms from taking up the genuine views, misinterpreting the 
voice, to losing its authenticity.  The adults’ responses when interpreting children’s voice can 
also range from acceptance, vague promises, to non acceptance (Tisdall & Davis, 2004).  
An example of adults’ misinterpretation can be seen in a study involving teachers from 
seven schools in New Zealand.  Researchers responded to their student voice on learning and 
assessment by giving their comments and reflections. However, since the teachers used their 
frame of curriculum, they turned the focus away from listening to the genuine voice to the 
subject of curriculum and competencies. The adult scrutiny using the frame of curriculum 
inadvertently created a barrier to listening and interpreting what really mattered to the student 
(Bourke & Loveridge, 2016). A parallel case, for instance, reported by McIntyre et al. (2005) 
showed that while teachers attended to children's ideas for change within classrooms, they 
frequently chose suggestions that supported their existing teaching practices.  
The adults’ way of thinking is not the only challenge in following up children’s voice. 
Despite teachers’ initial willingness to improve pedagogy inspired by children’s voices, 
studies show that subsequently many teachers abandoned implementation of children’s 
suggestions due to the demands of work. Heavy workloads and pressures of meeting 
curricula mandates outweighed the duty to follow up children’s recommendations (Cook-
Sather, 2006). 
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Children’s voices only remain as a voice unheard until listened to. Yet, student voice 
truly advocates not only a shift to listening to students but more importantly making their 
thoughts and views a basis for change. And for change to take place, Fielding and McGregor 
(2005) underline that student voice should include actions on issues that matter to them and 
that these actions highlight the practice of reflection, discussion and dialogue. Further, the 
dialogue is intergenerational between children and teachers when addressing children's voice 
(Fielding, 2012; Pearce & Wood, 2016).  
Findings from research with middle school students in the United States showed that 
students valued their schooling when their teachers heard and acted out their voice (Mitra, 
2004). Student voice relies on educators' beliefs in the potential of children's knowledge and 
the legitimacy of children's views in transforming practices towards more inclusive 
schooling. This also means that realising student voice includes not only their voice but also 
students as whole human beings. It requires adults to show an open attitude and willingness 
to listen to change (Cook-Sather, 2006). Inclusive reform is possible only when educators 
listen to and believe that the voices of marginalised children present significant insights to 
improve teaching and learning, thus seeing children as competent informants on issues 
concerning their education.  
Foucault (as cited in Fleming, 2015) states that student voice must be viewed through 
the lens of power and that power is expressed in and exercised through discourse. The 
discourse of truths defines actions and sustains what is valued and privileged within social 
institutions. To understand how discourse and meaning are constructed, we need to be 
attentive to privileges and silences. As discourses and practices are deployed at different 
levels of an organisation and are received by different members, their meaning can be 
distorted. This lens of discourse discontinuity and dividing practices, what Foucault terms as 
the principle of discontinuity, needs to be used when interpreting and attending to the 
affordances and limitations to student voice.     
In the light of interpreting and attending to student voice, Lundy, McEvoy, and Byrne 
(2011) advocate that the children’s right under UNCRC to express their views on all issues 
affecting them also applies in the context of research. This means that research need to adopt 
UNCRC-informed approach to engaging children in research especially as co-researchers. 
The process of working with children as co-researchers guided by the UNCRC entails 
respectful relationship. The key to involving children as co-researchers in a way that is 
respecting their rights relies on how the adult researchers view children. The children, Lundy 
et al. (2011) suggest, should be seen as rights holders in which their views will be treated 
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seriously and represented wherever possible. In particular, children’s views that seem detach 
from the common belief or confront the adult researchers’ perspectives should be 
appreciated, discussed, and included. 
Furthermore, for research to lead to real changes in the life of children, it is imperative 
to disseminate the results using strategies within the consistent emancipatory approach to 
relevant stakeholders. This means consulting with or involving children in sharing and 
publishing the findings to wider communities (Cook-Sather, 2006; Tisdall et al., 2009). 
 
2.3 Student Voice on Inclusion  
This part first discusses the results of research conducted on how children understand 
disability and inclusion and this includes understanding of disability of others and self. It will 
then extend to review findings from previous studies on children’s voices of their school 
experiences in general and inclusion experiences in particular. 
 
2.3.1 Children’s understanding of disability.  Studies have shown that primary 
school children can observe and conceptualise their perceptions of their school, teachers and 
peers (Allodi, 2002; Lewis, 1995). In inclusive settings where children are exposed to 
diversities of appearances and capabilities of their peers, children can use terms and develop 
concepts about what disabilities may mean to them.  
 
2.3.1.1 Views of physical disability.  Findings in a project of part-time placement of a 
group of students enrolled in a special school attending a mainstream school, and vice versa, 
a group of students from the mainstream school visiting the special school, showed that 
children from the mainstream school defined children from the special school as 
‘handicapped’ and ‘disabled’. The children from the mainstream school used descriptions 
such as ‘not being able to walk, hear or see properly’ to explain their definitions (Lewis, 
1995, p.144). In line with this, Vlachou (1997) found that children also defined disabilities 
that are not seen in physical appearances and distinguished the terms between handicapped 
and disabled. Children used the term disabled to refer to people with physical disability and 
handicapped to refer to people with intellectual disability.  
 
2.3.1.2 Views of psychological disability.  In the same project of the part-time 
placement, it was found that the mainstream school children made explicit distinction 
between chronological and mental age of their working partners from special schools with 
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references such as: big bodies young minds, treat them a bit younger and brains are younger 
than bodies (Lewis, 1995, p. 148). Furthermore, children without disabilities also constructed 
negative labels of children with disability in inclusive schools (Mahbub, 2008; Messiou, 
2008; Mweli, 2012). In particular, an ethnographic study in an inclusive primary school in 
Cyprus found that children who joined the special education classroom in a mainstream 
school were defined by their regular peers as the weak ones (Messiou, 2008, p. 31), not doing 
well academically, doing easy work, outside the norm, special needs (p. 32), stupidity and 
illness (p. 33). Another study in Bangladesh found that children without disabilities tend to 
use labels to name their peers with special needs, such as  weird, donkey and backwards 
(Mahbub, 2008, p.38) and cannot even study (p.36).  
Meanwhile, Kelly and Norwich (2004) conducted a study on comparison of children's 
self-perceptions of children identified as having Mild Learning Difficulty in special schools 
and mainstream schools. The study showed that children with learning difficulties in special 
schools and mainstream schools both had an awareness of their difficulties and expressed 
negative feelings about their difficulties. However, the children with learning difficulties in 
special schools expressed more positive academic self-perceptions of their educational 
abilities than those in mainstream schools (Kelly & Norwich, 2004). Critics of special 
schools argue that this phenomenon is a result of how teachers can be overprotective with 
their students in special schools, whereas in mainstream schools, children with learning 
difficulties are challenged and confronted when evaluating their differences, and this is seen 
as a positive consequence of inclusion (Kelly & Norwich, 2004).  
 
2.3.1.3 Factors which influence the views of disability.   
To understand the views of children on disabilities and inclusion, it is important to 
understand the factors from school that can influence children's views. In a study 
investigating children's constructions of meaning about other children, factors such as 
interactions between children, the behaviour of the adults at the school, academic systems in 
the school and the school culture influenced children's perceptions about other children with 
special needs or children who experience marginalisation (Messiou, 2008).  The finding 
shows that teachers’ practice in the classroom and the language they use are the key factors in 
influencing children’s views of their peers who have special needs. Further, not only did 
teachers have the key role in providing examples through their own practice, teachers also 
had the key role in controlling, influencing, and actively clarifying labels being used by 
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regular children to name their peers, or misconceptions they may have about disabilities, and 
intervening if problems emerged in social situations (Allodi, 2002; Messiou, 2008).  
 
2.3.1.4 Impact of the views of disability on inclusion and exclusion.  According to 
Thompson, O'Neill Grace, & Cohen (2001) students without disability are aware of 
individuals who are seen as being different. They can act as the gatekeepers of social 
inclusion and exclusion in the school environment with their views of disability, which lead 
to positive or negative attitudes towards their peers with disabilities (Allan, 1999). With their 
views of disability, children without disability can also express their judgments on whether a 
child with a disability should join or not join a mainstream school by the severity of the 
disability (Thompson, O'Neill Grace, & Cohen, 2001).  
  
2.3.2 Student voice on inclusion.  Studies have taken the approach to involve primary 
school students’ perspectives to understand different aspects of schooling and to find out 
what matters to them in everyday school life (Quinn & Owen, 2014; Simmons, Graham, & 
Thomas, 2015). Generally, from students’ point of view, school is seen an opportunity to be 
part of a bigger community in which children like to contribute, participate and feel accepted. 
In particular, relationships, friendships, working and playing with peers, and becoming part 
of the classroom are the most important part of schooling experiences. Simmons et al. (2015) 
found that Year 5–6 students expressed their wish for good relationships with peers based on 
equality and respect, no bullying and the need for inclusion. Relationships and feelings of 
belonging have become dominant themes from studies on children’s views of school life. 
From the students’ perspectives, social togetherness was a significant aspect of everyday 
school life and how they viewed the kinds of experiences and engaged or disengaged with it 
(Asbjørnslett, Engelsrud, & Helseth, 2015).  
In line with this, Bourke & Loveridge (2014) also found young people, Year 4 and 
Year 8 students in New Zealand, viewed matters that were important and supportive to their 
learning such as connection to others and belonging (i.e., working and playing with peers), 
friendship, understanding self (i.e., being able to grow talent and interest), and teaching 
others (i.e., helping peers and teachers). 
 
2.3.2.1 Feelings towards inclusion.  Children show agreement and disagreement in 
their feelings and perceptions around inclusion in educational settings. Children with 
disabilities can express their opinions about mainstream schooling and whether they are 
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happier to be in special schools or mainstream schools (Lewis, 1995; Vlachou, 1997). An 
example of mixed feelings towards inclusion was found in a study in Swedish schools where 
children who required additional support and children in special units in regular schools 
reported that they seemed satisfied with their school situation, nevertheless, they felt that they 
were more at risk than regular children and that school should provide better protection, 
safety and security (Allodi, 2002). 
However, some experiences of children with disability in mainstream settings are seen 
to be positive, such as those observed in research findings from a study of a drama project 
involving children with complex learning needs and regular children. The children with 
complex needs in the study indicated that they enjoyed working with children from the 
mainstream school, despite their reports that understanding the meaning of making friends 
was abstract and complex (Whitehurst, 2007). Allodi (2002) also pointed out that 
economically and culturally disadvantaged children and children with learning difficulties, 
viewed their inclusive school as a place with meaningful experiences and kind people.  
 
2.3.2.2 Isolation, bullying, social inclusion.   
A study investigating student voice on inclusion and issues that are important to them 
showed that students with additional learning needs indicated that their accomplishment in 
academic matters has a strong impact on how they perceive themselves. A poor self-image 
and sense of incompetence are feelings that the students reported as a result from 
experiencing difficulty with reading and writing. The students also reported feelings of 
isolation and experience of bullying as a result of difficulties in literacy in school 
(MacConville, Dedridge, & Gyulai, 2007). They further identified that “Public humiliation 
within the classroom is very closely linked to bullying in the playground” (p.7), and that the 
isolation and bullying experience may have involved their teachers calling them names such 
as stupid or lazy. All children are generally sensitive to such labels, although children with 
learning difficulties might be more at risk. The labels impact on children with learning 
difficulties such that they can feel alienated and thus be prevented from participating in 
learning. 
A study in Sweden on different children’s perspectives on their learning environment 
reported a theme in regard to social relations.  Although the Year One children were in the 
same learning environment and same classroom, differing voices emerged in the theme 
whereby some children reported that making friends was easy and they felt safe, while others 
experienced verbal and physical bullying. It was concluded that the learning environment was 
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not inclusive for all of the children and therefore taking into account the children’s individual 
experiences and concerns could better the degree of inclusiveness (Sandberg, 2017). 
In a study examining bullying experiences among a group of young people with autism 
spectrum disorder through a multi-method data collection approach including artistic writing 
activities, drawings, imaginative stories, and photography, children recognised themes such 
as disability, stigmatisation, and a sense of belonging in schools (Ajodhia-Andrews, 2014). 
Another study reported children’s views of marginalisation rooted in differences. Through 
observations and one-on-one interviews, Messiou (2006) analysed the views and experiences 
of thirty-one primary school age children’s understanding of marginalisation. She found that 
children's conceptions of marginalisation are associated more with social isolation among 
peers due to differences, such as religion, physical appearance, or disability. 
Curran and Runswick-Cole (2013) illustrated research results involving two siblings, 
Stevie, a child with disability (5 years old) and her sister Billy (8 years old), who expressed 
their voices by sharing stories of their lives. Stevie shared that she liked matching games and 
growing things in the garden. She articulated that she did not like being tipped out of her 
wheelchair, friends and people at school were important, and she liked being helped to do 
things she enjoys. Billy encouraged us to ask children with disabilities to talk about their 
experiences in schools and learn from them. Further, Billy suggested for schools to have a 
buddy system enabling children to socialise with children with disabilities and include them 
more in clubs (Curran & Runswick-Cole, 2013). Children’s ability to give suggestions 
around building social interactions was also demonstrated in research involving children with 
cerebral palsy aged 8-19 years to provide their advice on ways to improve social inclusion. 
Similarly, the children suggested the development of a network of peer support to build 
quality friendship, to disclose their condition to their peers and teachers with the hope of 
creating an awareness of disability, and to build awareness of bullying by being outspoken 
about bullying and exclusionary incidents (Lindsay & McPherson, 2012). 
 
2.3.2.3 Participation in learning.  A study in Sweden on different children’s 
perspectives on their learning environment demonstrated that Year One students reported 
their experiences and views about their classroom. The Year One students’ report mainly 
covered academic aspects such as reading, writing and mathematics. Complex and differing 
voices emerged in the theme that some students saw academic demand as something they 
expected, some thought that it impacted on their freedom as less time for play, while others 
saw it as the start of facing difficulties and failure (Sandberg, 2017).  
 66 
In their expectations of being accepted and able to actively participate, students with 
additional learning needs are also seen to show tensions within themselves. The tensions rest 
between avoiding the stigma of being dependent and accepting labels of learning difficulties, 
which refer to the awareness of their own needs and agreement to receiving learning support. 
They hoped to get adequate support in learning, but they also desired self-reliance and the 
feeling of independence. They hoped to become ‘regular’ or try to do things in ‘regular 
ways’, have equal access to regular curriculum and to not be treated differently from their 
peers (Kelly & Norwich, 2004; Mahbub, 2008; Messiou, 2008; Mweli, 2012; Vlachou, 
1997). In addition to this, students with physical disabilities age 12-14 years old in 
mainstream school voiced through interviews their concerns around learning such as the 
desire to be included in planning and learning processes, being with the other children, 
getting attention and enough help with learning. They expressed hopes of being independent 
and not being ‘treated differently’ from their peers (Asbjørnslett et al., 2015; Bourke & 
Loveridge, 2016).  
 
2.3.2.4 Physical environment.  While students predominantly give commentaries 
around social and academic experiences in studies on student voice on inclusive education, 
they also provide their observations regarding the physical environment of their schools. A 
comparative study on student voice on inclusive education conducted in Indonesia, Zambia 
and the UK reported two main themes, namely school toilets and outdoor play spaces 
(Kaplan, Lewis, & Mumba, 2007). The Indonesia component of this study involved one 
primary school and one secondary school in West Sumatra.  The study engaged students from 
the three countries in taking photos of their school experiences of educational inclusion. 
Within the main themes across countries, the students raised the issues of uncleanliness, poor 
sanitation and lack of privacy in school toilets because toilets were dirty, missing doors and 
became a place of vandalism. The students also voiced their concerns that outdoor play 
spaces were unsafe, unpleasant, and abandoned. In response to the student voice, school staff 
and parents expressed commitment to working with the students to provide a more inclusive 
school environment by providing social spaces that were safer, richer, and more pleasant. 
 
2.3.3 The significance of student voice on inclusion.  Student voice, especially 
students from minority groups and with special educational needs, have come to be excluded 
and marginalised while others continue to be prioritised (Lodge, Devine, & Deegan, 2004). 
This exclusionary view in student voice needs to be recognised and contested through 
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promoting a personalised and situated student voice. Advocates of inclusion call on 
researchers to include student voice not only to better understand inclusion, its characters and 
existing deficits, but more importantly to learn from the insights of students to examine 
assumptions, values and meanings to improve and advance effective inclusive practices in 
attaining more socially just schooling (Allodi, 2002; Carrington, Allen, & Osmolowski, 2007; 
Messiou, 2008). Research investigating children’s views and experiences of schooling and 
differences brings insights for schools in enhancing their inclusivity. Thus, it is fundamental 
to involve children’s authentic perspectives when measuring the level of inclusivity (Nilholm 
& Alm, 2010). 
However, research is commonly conducted on children and rarely with or by children. 
In studies concerning children’s lives, especially those researching children’s views, many 
false assumptions are made concerning children with disabilities and those assumptions tend 
to negatively focus on the disability and not contribute to children's experiences in a positive 
way (Jones, 2005).  Therefore, in order to improve research to bring more benefit to 
community members, and children in particular, consultation needs to be made with children 
to identify barriers and potentials in children’s lives (Langhout & Thomas, 2010).  
Moreover, referring to Slee (2011) that inclusion is a democratic apprenticeship to 
build a sustainable community, we are then challenged to create space for those who have 
been structurally excluded to have a voice, and to build civic engagement. This is very 
important as structural exclusion tends to breed injustice (Langhout & Thomas, 2010). It is 
also important to develop inclusive practices that reflect individual civil rights as well as 
individual needs, and this requires listening to children’s perspectives (Jones, 2005).  In this 
regard, students can offer valuable insight into their worlds of experience and meaning 
making when they are entrusted and provided with time and opportunities for research, taking 
up issues that are significant to them (Thomson, 2008).   
 
2.3 Research Questions 
The literature review validates that children have the capacity to inform adults about 
their education, in particular, what may support or hinder their learning and participation. 
Understanding how students feel and think about their school experiences of inclusion is an 
approach to achieving insight to a local translation of inclusion within the Indonesian context. 
Therefore, the research questions below guide the inquiry:  
1. How do primary school students feel, perceive and view inclusion?  
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2. How are resources and support for inclusion experienced by the children? 
3. What are barriers to inclusion and to what extent do the barriers create exclusions 
experienced by the children? 
This inquiry in turn can contribute to the process of identifying how inclusive education 
might best be approached in the cultural context grounded on the children’s feedback. This 
type of inquiry, rarely found in the Indonesia context, conveys the significance of this study 
that will be discussed further in the following section.  
 
2.4 Significance of the Research 
Based on the review of the literature, it is evident that while studies on children’s voice 
on inclusion have been conducted in different countries including some in developing 
countries, not much attention has been given to the topic in the Indonesian context. This 
study attempted to fill this gap in the context of Indonesia and aimed to explore students’ 
experiences and their voice concerning inclusive education in public primary schools in 
Indonesia, especially in the context of so-called Schools Providing Inclusive Education in 
Yogyakarta. This was done by addressing the questions of how children viewed inclusion 
along with barriers to and supports for inclusion that they experienced. 
Findings and recommendations of the study may benefit policymakers, teachers, and 
principals to make informed decisions regarding future policy and practices of inclusion, in 
particular, to inform other regular public schools which will need to reform themselves to 
uphold the principles of inclusion to comply with the regulation. Thus it will also benefit the 
quality of education provided to all students. Further, this study will bring a culture of 
inclusive research in examining inclusion in Indonesia by valuing children’s voice, especially 
the contribution of children with disabilities through their involvement as co-researchers.  
In the following chapter, I present the methodology of this study. It covers the overall 
research design with a focus on a research with children approach, involving children as co-
researchers. Moreover, as the literature shows that young children are capable of applying 
drawings and photography data collection methods, thus this chapter also includes discussion 
on the arts-informed methods for the data collection as well as describing how the data for 
this study were gathered, interpreted and analysed.  	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Chapter 3:  
Research Methodology 
 
3.0 Introduction 
In this section, I outline the methodology and research tools that allowed the study to 
accomplish its aims. This study aimed to understand the views and experiences of primary 
school students, with and without disability, about inclusion and its barriers, exclusionary 
pressures, resources and support towards learning and participation. Since the study is based 
on principles in critical social theory, which pay attention to how power relations and 
oppression are established in the educational institutions, it positioned children participants as 
co-researchers to engage their voice on inclusion although only in one part of the design. 
This chapter comprises seven main parts. The first part explains the children’s position 
in this study. The second part covers the research approach appropriate to conducting 
research with children (i.e., children as co-researchers and engaging children’s voice through 
arts-informed inquiry). This is followed in the third part by an explanation of problems and 
limitations when employing these approaches.. The fourth part presents the case study 
methodology including the selection of the school sites, student participants, and adult 
participants. Subsequently, access, ethics and informed consent with regard to research 
involving children are presented in the fifth part. The sixth part describes the data collection 
process which included photos, drawings, interviews and focus groups, and finally the last 
part explains the data analysis process involving approach to data analysis and justifying 
claims in qualitative research.  
 
3.1 Situating Children within the Study   
Ontologically, this study arose from my own understandings of children and 
childhood that have been influenced by the ways in which children and childhood are 
constructed in my society. the researcher argues that children, especially children with 
disabilities, are an oppressed minority group. However, I also believe that all children have 
great potential to become confident and independent and correspond to what Gallagher 
(2009) promotes, that children are competent agents who actively contribute to shaping the 
social world through their actions. Despite this view of children as social agents, beings in 
their own right and experts in their own lives, their voice is routinely overlooked by adults. 
Epistemologically, the researcher believes that listening to children's views and opinions will 
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help us to understand more about their lives and empower them to contribute to the 
enhancement of inclusion practices in school context.  
It is important to realise my ontological and epistemological position as it determines 
the research approach that the researcher chose for this study in which children are seen as 
capable individuals to be involved as co-researchers and the arts- informed methods 
considered as suitable tools that enable them to voice their opinions (Coad, 2012; Mand, 
2012). 
 
3.2 The Research Approach: Enabling voice to emerge 
As mentioned earlier, this study will first attempt to understand the experiences of 
inclusion in Schools Providing Inclusive Education from the lens of the students. It 
investigates what it means for the students to be in that setting, what their lives are like, what 
is happening to them, what the world looks like in that particular setting. The study is not 
attempting to predict what may occur in the future necessarily or categorise it into prescribed 
understandings; rather it seeks to develop patterns of meaning of inclusion grounded from the 
students’ experiences (O'Donoghue & Punch, 2003; Patton, 2015).  
However, this understanding is not an end in itself. While the researcher's intention was 
to explore what inclusion means from the lens of the students, at the same time, the 
researcher aspired to include children’s participation in the research process. While it did not 
necessarily intend to specifically make changes happen or solve a problem in practice while 
the study was ongoing , this inquiry aimed to empower children, critique and challenge any 
imbalance power. This study is informed by critical social theory that includes the 
examination of power relations. The critical qualitative research approach guided this study 
to see how power relations advance the interest of one group and oppresses another group. 
Who has power, how it is negotiated? Who has access to a particular program? What 
structures in the setting reinforce the current distribution of power? It sought not just to 
understand but also to critique the way things are in the hope of bringing about social justice 
(Merriam, 2009; Merriam & Tisdell, 2016).  
In an effort to challenge exclusionary pressures and build more inclusive practices in 
education, Armstrong and Moore (2004) advocate an approach to participatory research. The 
participatory approach has been viewed as a powerful means to challenge enforced policy 
and imposed values, transform school culture and empower teachers and children.  The key 
elements in this approach to research are shown by collaboration, consultation, and reflection 
in which diverse perspectives are engaged to raise questions and to understand a phenomenon 
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within a particular context. In line with this, Messiou (2014) suggests ways in which a 
research study can be made more participatory, thus a manifestation of being inclusive, by 
involving students as co-researchers.  
 
3.2.1 Children as co-researchers. 
As mentioned earlier, this study has been framed within critical social theory therefore 
demonstrating critical research. Merriam and Tisdell (2016) explain that critical research 
goes past interpreting people’s understanding of their world to critique and challenge, 
transform and empower. In critical research, inquiry is framed in terms of who has power, 
how it is negotiated, and what structures in society reinforce the current distribution of 
power. The assumption is that structured power relations, based on diversity such as race, 
gender, class, sexual orientation, disability, or religion inform the world. It realises that 
power relations are everywhere, including in the research study itself. While all forms of 
qualitative research address issues such as building relationships with participants during data 
collection, in critical research more attention is given to an examination of power relations in 
the research act itself (Merriam & Tisdell, 2016).  
It is argued that the schools with the status of Schools Providing Inclusive Education 
are politically contested school communities, attention to how oppression might manifest in 
the schools is in mind, therefore the researcher wanted to carry out research with the students 
and not on them. The investigation of what Freire (1972) terms as the oppressed people’s 
‘thematic universe’ or meaningful themes or the complicated generative themes initiate the 
dialogue of education as the practice of liberation. The methodology of that investigation 
must equally be dialogical affording the chance to discover generative themes and to 
stimulate people’s awareness concerning these themes. Freire further states,  
 
To investigate the generative themes is to investigate man's thinking about reality and 
man's action upon reality, which is his praxis. For this reason, the methodology 
proposed requires the investigators and the people who would normally be considered 
objects of the investigation to act as co-investigators. The more active an attitude men 
take in regard to the exploration of their thematics, the more they deepen their critical 
awareness of reality, and in spelling out those thematics, take possession of that reality 
(p.78). 
 
Therefore, this study positioned the student participants as co-researchers and 
simultaneously employed methods of data collection that are emancipatory and empowering 
which enabled the participants to be involved and to express themselves. The student as co-
researcher served to challenge traditional forms of education research (Cook-Sather, 2007; 
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Seale, 2010; Welikala & Aitkin, 2014). The philosophy which underpins this design is the 
recognition of the rights of all citizen to be seen and heard that challenges paternalism in 
education systems and promotes students to speak on their own behalf (Barton & Armstrong 
(1999); Murray, 2002; Moore & Sixsmith, 2000; Slee, 1999).  
When engaging students as co-researchers, researchers should provide support in forms 
of preparation and training in research skills to students, such as workshops on the use and 
analysis of photographs as a research method, and arrange the preparation in some stages 
suitable to the needs and abilities of the students involved (Coad, 2012; Punch, 2002). This 
study included teaching research skills and visual research methods to students. In this phase, 
the researcher introduced topics of research skills and visual research methods to the student 
participants. The purpose of this phase was to equip students with the skills needed to 
become competent and confident co-researchers. This phase was delivered in three separate 
sessions each with a unique purpose and activities: 
1. Session 1: Introducing research 
- Finding children’s understanding about research and their previous 
involvements in research. 
- Explaining this research project with its purpose, ethical issues, and 
students’ rights and responsibilities as co-researchers. 
- Introducing ways of developing questions useful for student led inquiry.  
- Introducing visual research methods of photography and drawing in 
general. 
2. Session 2: Photograph 
- Explaining the use of photographs in everyday life and research. 
- Discovering uses of some photographs taken from website to develop 
students’ ability to read visual representations. 
- Introducing and extending children's existing skills of using digital cameras 
to capture visual images of their experiences in school (see Figure 3.1). 
3. Session 3: Drawing 
- Explaining the use of drawings in everyday life and research. 
- Explore some picture books to build students’ awareness of perspectives, 
composition, and ways of communicating messages through drawings 
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Figure 3.1. The students help each other when learning how to operate digital cameras 
 
The primary aim of this project was to give students a voice in the discussion around 
inclusion. In giving students a voice, Fielding (2012) proposes some patterns of partnership 
on how adults listen to and learn with students. In each of the patterns lays different power 
relations, which can hinder or enable contributions of one side of the partnership as well as 
determining the chance adult and students listen to, learn with and from each other. Hence, 
this study was designed as a research with students, thus students were given a role as co-
researchers. The students firstly focused on the inquiry into the researcher's research 
questions.  Following, the students developed their own inquiries about inclusion based on 
individual interests. The students were able to choose to use photography as their method or 
other methods of their preference. 
Involving students as co-researchers is a consequential approach when investigating 
children’s experiences and voice. To ensure that students would be actively engaged in this 
approach, supports needed to be provided forms of preparation in research skills. 
Subsequently, the students as co-researchers needed methods that enabled them to represent 
their school experiences and express their voice. This method needed to be equally engaging 
and emancipating, which was achieved in this study through arts-informed inquiry.  
 
3.2.2 Engaging children’s voice through arts-informed inquiry.  
This study on children’s voice on inclusion sought to employ methods of data 
collection that were emancipatory and empowering, enabling participants to be involved and 
to express themselves. Furthermore, the researcher wished to include children with diverse 
abilities as co-researchers in this study. It is argued that in research with children, we need to 
recognise children as people with abilities and capabilities, and this means we offer engaging 
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ways in our methodology (James, 2007). In turn, this type of participatory inquiry involving 
children requires methods flexible enough to enable a broad range of children to express their 
ideas and experiences. In relation to this, Gallagher (2009) suggests that for research to be 
inclusive of all children, an equally diverse range of methods, including creative activities 
such as art, will be necessary. Arts-informed inquiry is a systematic inquiry involving the 
researcher using some forms of direct art-making as its primary mode (McNiff, 2011). Arts-
informed inquiry can also be understood as the process of researching and representation 
informed by the arts (Cole & Knowles, 2008). 
 
3.2.2.1 The significance of arts-methods in research with children.  
Cole and Knowles (2008) suggest arts-informed inquiry allows researchers to not only 
investigate issues related to human experience but to capture and communicate the 
complexity of it. This type of inquiry is useful in exploring, analysing and representing 
individuals’ experiences or understandings about complex phenomena, concepts or spaces 
and places (Conroy, 2004). 
Kirby (1999) suggests that arts-informed techniques bring advantages to all children 
regardless of age and cognitive development. Arts-informed activities, visual art methods 
particularly, offer a child-centred approach allowing children of different ages and abilities, 
including those with writing and language difficulties, to express thoughts and feelings and to 
describe their environments (NE-CF, 2005; Coad, 2007; Wall, 2017). Correspondingly, 
practical experiences in therapy and education have developed art, especially visual methods, 
as a means of inquiry which allows children’s expression to be better understood and a way 
through which children are able to represent experiences and resolve difficulties not possible 
in spoken or written language, thus aiming to remove literacy barriers in research with 
children (McNiff, 2011; Wall, 2017; White et al., 2010).  
White et al. (2010) further suggest that visual methods take on the principles of 
participatory research in the ways of emancipating, liberating the control of research, and 
enabling the diversity of experiences that contribute to children’s lives to be represented, 
hence giving a voice.  Furthermore, research using visual methods offers distinct ways to 
elicit the experiences, opinions and perspectives of children as well as to involve them as 
knowledge producers (Thomson, 2008). 
Artistic disciplines in regard to the universal sense of art such as creative writing, 
dance, drama, music and the visual arts are included in arts-based activities (McNiff, 2011). 
Paintings, drawings, photographs, graffiti walls, collages, mapping, textiles, clay, woodwork 
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and scrapbooks are some of the arts-informed techniques that have been used with children in 
different fields of research (Coates, 2004; NE-CF, 2005; Coad & Evans, 2008; Gibson et al., 
2005; Thomson, 2008). In this study, methods of visual arts of photos and drawings were 
chosen in order to draw the richness of students’ experiences and enable them to articulate 
their feelings through their own visual representations. 
It is suggested that arts-informed activities in research should be done in a fun and 
spontaneous way for children. However, to avoid disorganisation, visual methods should be 
carefully thought out, especially the decision about in which phase it will be placed in the 
research project.  It can be used in the stage of warming up, transition time, waiting time, or 
for primary data gathering (Kirby, 1999; NE-CF, 2005). In this study, visual arts methods of 
photos and drawings acted as one of the primary data collections in which its delivery 
involved structured and purposeful steps including visual method training, digital camera 
practice and independent photo taking.  
 
3.2.2.2 Photographs.   
One of the arts-informed techniques in research using visual methods is photography. 
Photographs bring fun, spontaneity and informal learning (Needham & Coad, 2005). 
Participatory photography is one of the approaches used when working with children. 
Participatory photography has become a movement and an alternative to the traditional 
approach where researchers take photographs and participants interpret. Photographs taken 
with the participatory approach can provide rich and in-depth knowledge as well as rich data 
sets, because not only can the researcher sees what participants observe, but also search out 
meanings in each capture (Banks, 2001; Morrow, 2001).  In line with this, Clark-Ibáñez 
(2008) argues that involving students in taking photos and then interviewing them can 
provide richer and more meaningful data.  
The strategy of using participatory photography is also widely known as Photovoice 
(Gavin, 2003). It can be a powerful means for children to communicate and reconstruct the 
stories about their lives and to make changes in the community by identifying the 
community’s strengths and concerns, promoting dialogue about issues through discussions 
using photographs, and informing policy makers (Carpenter & McConkey, 2012; Wang, 
2006). 
Researchers have used photos to elicit participants' own meanings and experiences with 
the focus of using the images to prompt commentary in verbal or written form (Freeman & 
Mathison, 2011). Hurwoth (2003) suggests it allows children to take, select and talk about 
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their own photographs, thus bringing ownership and promoting empowerment.  Further, 
Gavin (2003) through the Photovoice project stated that the skills of participatory 
photography enable children to express their ideas and represent their real lives to others.  
To realise the approach of participatory photography, the students in this study were 
equipped with digital cameras. The students were encouraged to take pictures of their daily 
experiences in the school, individually or in pairs. The researcher gave some guidance in line 
with the research aims, such as (1) take photos of places and activities that make you feel 
happy or sad; and (2) take photos of places, things or activities in your school that show 
inclusion. The instruction that says “Take pictures that shows inclusion” was chosen after the 
researcher understood that the term of inclusion was often used in the school both by teachers 
and children. It is hoped that the data collected by the children were an original 
representation of their understanding of inclusion that they often said or heard. 
Following the collection of photos, the children selected some pictures that they found 
interesting. The selected photos were used during individual interviews and focus group 
interviews to draw deeper insights from the images. The photos used in the focus groups 
were selected from those which contained common topics, for example: a photo of a door 
sign, weekly school assembly, school canteen, etc. Using the Photovoice approach in the 
individual interviews and focus groups, the researcher asked the students to describe their 
photos and to reflect on their experiences (Wang, 2006). The students were to direct the 
interview, and so they were able to not only talk about aspects in the photo but also the things 
that were not. This technique of inquiry helped the researcher to capture experiences of 
inclusive education practices from the perspective of students that may be unnoticed from the 
view of adults. 
 
3.2.2.3 Drawings.   
Another visual arts-informed technique that is commonly used with children in research 
is drawing. Elicitation of children's everyday experiences employing drawings in a non-
therapeutic setting is a relatively current phenomenon that is becoming popular across 
disciplines (Freeman & Mathison, 2011).  Drawing is a process of synthesising life 
experiences through which children can communicate about those phenomena that may be 
too complex to describe verbally (McNiff, 2011).  
Drawing techniques have successfully been used in research within different fields of 
study to explore children’s views of important things in their lives (Punch, 2002; Coates, 
2004; Gibson et al., 2005). Studies using drawing with children reveal that it encourages and 
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provides a chance for participants to be involved in meaningful way, as well as allowing 
researchers to understand children’s perspectives and understanding (Coad, 2007). Therefore, 
in this study, drawing was chosen as one of the methods to engage student voice of their 
school experiences of inclusion.  
For drawing activities, each student in this study was given a scrapbook, a pencil, and 
crayons. According to Coad (2007), we need to explain to students that this activity is not an 
art competition and that their drawings do not have to be ‘good’; hence students feel free and 
confident in their expression through drawing. This explanation I felt was important and 
relevant to the local context where the researcher frequently saw that drawing activities in the 
Indonesian school context meant that children were to follow a certain standard or copying 
examples to get good marks. However, in this study students need to follow the guidance for 
the drawing activity. The drawing sessions were conducted in groups but each of the students 
made their drawings individually. Individual drawings were either prepared (i.e., in response 
to drawing guidance from the researcher) or spontaneous (i.e., in response to daily events in 
the school that created students' interest to draw).  Individual drawings with guidance 
involved the task of (1) draw your happy and unhappy experiences at school, and (2) draw 
yourself working in the classroom/with your friends/playing during recess time. In each 
session, after the children completed their drawings, they were encouraged to write words or 
short narratives, for example, what the child and other people in the drawing were doing, 
thinking, feeling. Later the students were asked to tell a story about their drawings or to have 
a dialogue with the group using their pictures as prompts. 
 
3.2.2.4 Feedback and reward.  
Valuing the artwork produced as a central part of the data collection process is 
fundamental in research with children (Coad & Lewis, 2004). It is suggested that at the end 
of the arts-informed activities children and young people should be given feedback about 
what will happen to the work and how it will be used. Strategies commonly used to give 
feedback include using the artwork in reports, displaying the work in presentations, providing 
a summary of the findings and writing up a newsletter or Internet web-based news. In this 
research, students were informed that the researcher would consult with them regarding 
interpretation or findings as they developed throughout the process of data collection and 
analysis, and their work would be used in presentations in the future.  
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3.3 Anticipated Problems and Limitations.  
3.3.1 Process of photography and drawings.  
While arts-informed methods can be powerful research tools, there are issues relating to 
designing sensitive processes to gather authentic views of students. Students may drift to 
their own interests preferring scenes to be photographed or ideas for drawing that may not 
relate to the research questions or aims of the project. To overcome such problems, Gallo 
(2001) and Gibson et al. (2005) have identified ways of understanding how supplementary 
techniques (e.g., ‘draw and write' techniques) might be used in conjunction with drawings. 
Once the drawing or picture is complete, the researcher can spend time with the student 
discussing the drawing and adding written labels or cards to highlight meanings. In this study 
the researcher used an approach in which I invited the students to engage in initial 
discussions and add their written comments on the drawings to bring out meanings before 
collecting their work. 
Students may also lose interest or experience boredom during the project. Butler and 
Williamson (1994) suggest that the researcher should be creative and flexible in approaches 
so as to lessen boredom and maintain students’ interest by allowing them to talk about other 
issues.  In this study, during the photo sessions, the researcher allowed the students to explore 
and take photos of the neighbourhood outside the schools as a variation to taking photos 
within the school. This may not have addressed the aim of the research, but was effective in 
keeping the students’ interest and refining both their technical skills in using digital cameras 
and in discussing choices and purposes when taking photos (see Figure 3.2 and 3.3).   
 
 
Figure 3.2. The students taking photos inside the school grounds 
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Figure 3.3. The students taking photos in the neighbourhood outside the school. 
 
3.3.2 Process of interviews and focus groups.  
Another anticipated problem can arise from adult assumptions about children. Implicit 
assumptions about children's competency are encompassed within observations and 
interviews. Discussing the notion of children’s competence in an interview is a complex 
matter. We need to understand the cultural and social context, the situations in which children 
are placed, the meanings they assign to interviewer questions (James, 2007; Woodhead, 
Faulkner, & Littleton, 1999; Woodhead & Faulkner, 2000). My argument here is that when 
conducting research within a context which places emphasis on children defined as having 
diagnosed disabilities, there is perhaps the danger of reproducing certain stereotypes through 
our own behaviors and expectations. In this respect, even though the support of special 
education teachers was available, all of the students with disabilities joined the interviews 
and focus groups independently. All of the students were able to give their views on their 
own and it was the researcher’s responsibility to adjust the environment to gather the most 
from their voice. However, the different abilities also meant that while most of the students 
were able to stay during the interviews and the focus group and provided their views on their 
own, one student who kept moving in and out of the room and discussing differing topics of 
his interests. the researcher approached this particular circumstance by supplementing the 
student’s views with those expressed by his mother during the interview with her.  
Further, Alderson (2005) argues that researchers rarely make conceptual issues overt 
when interviewing. This means that researchers seldom examine conceptual issues and 
prepare themselves when involved in interviews with children. Conceptual issues involve 
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how they conceptualise the interviewer's role, the assumptions they hold about the children, 
and the processes of meaning-making within the conversations. Such attention to the 
conceptual issues can help the researcher in avoiding unconscious undermining of children's 
competence in interviews and subsequent stages in the research. A question to ask in 
preparing for interviews, for example, is whether the children are rarely spoken to or listened 
to. Children are aware of situations of interview and actively make sense of it; they are not 
passive recipients of adults’ expressions. Interview is a meaning-making process in which we 
problematise the ideas of competence and power relations; that the focus is on the process not 
merely the outcome. It is important to pay attention to the co-constructive process in which 
we give an opportunity for the children to explain, take the initiative to create meaningful 
context, and be an active participant in the interview process. This means each of interviews 
with the students differed in length and content. The students’ interest and willingness to 
share their views varied in that some of the interviews in this study were more informative 
while some were short of stories. Some of the students were more easily encouraged to 
express their views and extend with some details, while some students responded very 
briefly. 
Interviewing children also means that we are to understand context, competence and 
joint meaning making.  This requires understanding the diversity within children and being 
mindful of our own imperfections as an interviewer (Alderson, 2005).  Slee (2010) during an 
interview with Len Barton, elected to raise Barton’s message that an important key to 
understanding the concept of voice is in our ability to listen.  
 
A major difficulty is learning what it means to listen. We have a perennial problem as 
academics, and that is we've got a position on everything. We talk whereas listening to 
people is such a profoundly significant issue in relation to working in a research context 
with disabled people in particular.  (p. 566) 
 
In this study, the researcher respected the children’s ideas and views they expressed 
during the interviews and used them as scaffolding for further conversations. the researcher 
also paid attention to what was not spoken and attempted to catch and interpret body 
language and facial expressions of the students. 
 
3.4 Methodology: Case Study 
This study employed purposeful sampling where the researcher selected schools and 
participants because they provided information about the central phenomenon in the study.  
In particular, the form of sampling chosen for this study was maximum variation sampling 
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(Creswell, 2013). This type of sampling determines criteria that differentiate the sites, and 
chooses sites or participants which have a diversity of the criteria. The criteria for school 
choice was that they were public schools within the list of Schools Providing Inclusive 
Education (SPIE) with differing inclusive education practices and differing socio-economic 
backgrounds. This approach was selected to allow the researcher to maximise differences 
with regard to inclusive education practices provided by SPIEs in order to understand the 
various experiences ensuing from the different interpretation of inclusive education 
implementation in each school context.  
In this study, schools were information-rich with respect to understanding children’s 
experiences in inclusive school as each of the schools selected had a unique contribution to 
make in regards to exploring the principles of inclusion. At the time when the study was 
conducted, there were ten public primary schools that held formal categorisation of SPIE 
within the Yogyakarta City Education Office. Research into types of ‘inclusive’ schools 
within SPIE led to three schools with distinctive characteristics. The three schools were 
invited to participate with the consideration that each school represented a different approach 
to implementing inclusive education. The different characteristics will be described in detail 
in the following section on the context of the study sites.  
 
3.4.1 The sites  
The participating schools are all SPIE located within Yogyakarta City area under 
Yogyakarta City Office Education authority. Although they all hold the SPIE title, each of 
the schools has unique characteristics with regard to inclusion provision and socio-economic 
status. 
1. Belajar Primary School:  The school is located in a poor city suburban area 
with relatively difficult access to the school. It places students with and without 
special needs in the same classrooms. The school has a reputation for accepting 
a high proportion of students with special needs, with more than 50% students 
with special needs within its enrolment. The students with special needs are 
formally assessed and put into disability categories that range from low vision, 
learning difficulties, slow learner, intellectual disabilities, Attention Deficit 
Disorders, and emotional and behavioural disorders. The school listed 56 
children with special needs within its 112 enrolments when the study took 
place, although the school staff believed that there were more students who 
hadn’t been identified. The school’s reputation related to its responsibility to 
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inclusion by accepting students from different districts of Yogyakarta who are 
expelled by other regular schools due to a failure to meet the Minimum Passing 
Grade to move to a higher grade. 
4. Rajin Primary School: The school is located in a neighbourhood with low to middle 
income families. The school provides what they term “regular classes” and “special 
classes”. The regular classes from Year 1-6 are located in the front building of the 
school while special classes are located in the rear building of the school. Students 
with disability are placed in the special classes, which start from Year 1 to Year 6, 
with two-six students in each class. Historically, the school was a mainstream school 
until one teacher initiated the creation of a group consisting of students who had 
difficulties in academic skills, and taught them separately. The school was appointed 
by the Yogyakarta Education Department to be a Schools Providing Inclusive 
Education (SPIE) based on this group initiative.  They continued the practice of 
having a special class and it has now become six special classes ranging from Year 1 
to Year 6. 
5. Prestasi Primary School: The school caters for students from middle upper socio-
economic status families. It was a ‘regular’ inclusive school, accepting children with 
differing disabilities ranging from low vision, autism, hearing impairment, 
intellectual disability, physical disability and Attention Deficit Disorder. In 2011, it 
was reported that among 406 enrolments, 17 students were children with diverse 
special needs. However, since May 2012, the school has been appointed by the 
government to be ‘inclusive gifted primary school’ accepting only students with 
special needs with high intellectual ability (i.e., IQ greater than 120). 
The description of each school shows the variation amongst the samples with relation 
to the key criteria of being SPIE and having unique inclusive education practices for this 
study. 
 
3.4.2 Student participants  
After receiving permission to conduct the study from the Yogyakarta City Education 
Department, completing the ethics clearance from the Human Research Ethics Committee at 
the University of Sydney and accepting agreements to participate in the study from the 
schools' principals, the researcher asked the principals to develop a list of students with 
disabilities enrolled in Year 1 to Year 5. Using randomly generated numbers, the researcher 
nominated five students from their student numbers. The selected students with disabilities 
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and their parents were invited to participate in the study. Five students without disability in 
the same year levels as the selected students with disabilities were randomly chosen using 
their student numbers as well. The selected students without disabilities and their parents 
were invited to take part in the study.  
In this study, more students with disabilities were involved compared to students 
without disabilities because more interest to join the study came from the students with 
disabilities. Some students with disabilities who saw the activities of this study expressed 
their interest in joining and were added to the student participants after the commencement of 
the study. Both children who were randomly selected and who asked to be included joined 
the study voluntarily. Only the method of information about the study that they received was 
different (i.e., direct versus indirect). However, self-selection may influence the process since 
the children who asked to be included may have higher motivation to do the tasks in the 
research. In total, there were thirty-seven students, twenty three with a disability diagnosis 
and fourteen without disability. Each of the students with disability had a statement of special 
educational needs in the school records as a result of psychological assessments.  The 
categories include Physical Disability, Intellectual Disability, Cerebral Palsy, Visual 
Impairment, Learning difficulties, Slow Learner, Low vision, and Autism. 
 
Table 3.1. Student Participants 
Primary School Student 
With disability Without disability 
1. Belajar  10 6 
2. Rajin  8 2 
3. Prestasi  5 6 
 
Total 
23 14 
37 
 
3.4.3 Adult participants  
Following the selection of student participants, the parents and teachers of the 
participating students were invited to be involved in interviews. Twelve teachers (i.e., five 
special education teachers, seven classroom teachers), four principals, and six parents from 
the three schools participated in the study. Similar to the number of students with disabilities, 
parents of students with disabilities expressed more interest to be involved in this research 
compared to parents of students without disability. Adult participants (e.g., parents, teachers 
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and principals) were included in the study to provide background information or the context 
of the children, the classrooms, the schools and the education system in Yogyakarta. The 
adult participants were also included as the framework for promoting inclusion involved Step 
3 ‘Sharing data with learners and teachers’, and Step 4 ‘Encouraging inclusive thinking and 
practice among school staff and parents’. Further matters regarding ethical matters will be 
addressed in the following section.  
 
Table 3.2. Adult Participants 
Primary 
School 
Teacher Principal Parent of 
student with 
disability 
Parent of 
student without 
disability Special 
Education 
Classroom 
1. Belajar 1 2 1 2 - 
2. Rajin 2 3 1 2 - 
3. Prestasi 2 2 2 1 1 
 5 7   5 1 
Total 12 4 6 
 
3.5 Access, Ethics and Informed Consents 
There are ethical implications in conducting research involving children and people 
with disability. Permissions were sought from a number of sources.  Initial permission was 
sought from the University of Sydney Human Ethics Committee (see Appendix A).  
Concurrently, permission was obtained from the Department of Education, Yogyakarta.  
Once conditions from each committee were met and permissions obtained, the researcher 
approached schools with invitations to participate in the research study.   
The principals of the target schools were sent a Participant Information Statement, and 
a copy of the letter of approval from the Department of Education Yogyakarta, inviting them 
to be part of the study.  The researcher followed this letter with a phone call to address any 
questions principals may have had about the project.  When the principals gave consent to be 
part of the study, and completed and returned the Participant Consent Form, the researcher 
guided them through the selection process of students, teachers, and parents.  At no stage did 
the researcher has access to full lists of students thereby ensuring that the selection process 
was randomised.  
Each school principal gave the parents of selected students a Participation Information 
Sheet and Informed Consent documents, inviting and requesting their permission for their 
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children to participate in the study. In addition to consent being obtained through this 
process, students' assents were sought in agreeing to take part in the study. The researcher 
took necessary steps to use appropriate forms of communication, to explain the process to the 
students by using various child-friendly approaches or with the help of a special education 
teacher to establish if students with disability understood the research and whether they 
wished to be involved. 
Following this process, the researcher organised an initial meeting with each of the 
schools’ principal, teachers, parents, and students to present a unified overview of the study 
including research questions, aims and expected outcomes. Expected outcomes included a set 
of photographs and drawings representing students' experiences of inclusion and narratives 
through writing or interviews to elicit their images. 
Explanation of rights was reiterated to all participants at this initial meeting.  This 
includes the right: (1) to withdraw from the study at any time they wish without disadvantage 
or prejudice; (2) to refuse to be tape-recorded during an interview; and (3) to have access to 
psychological services if required. Psychological counselling was available through the 
Faculty of Psychology at Gadjah Mada University.  
At this stage, after having received more information about the study, parents could 
consider whether their children should continue or withdraw their participation from the 
study. One parent decided not to give consent for her son before commencing the next step 
with the reason that her son was a ‘regular’ child and not an ‘inclusion’ child. Meanwhile, 
two students later withdrew from the study with the reason that their parents viewed the study 
did not contribute to the students’ academic marks. Details of these disapprovals and 
withdrawals can be found in Chapter 5 and Chapter 6 within the school cases.  
As equally important to meeting the requirements of ethics procedures was the ethical 
matters in regard to beliefs about and relationship with the research participants. This study 
required a consideration of beliefs and preconceptions about the relative positions of a non-
disabled adult researcher and students, children with and without disabilities, in the research 
process. As Gwynn (2004) suggests, this type of project challenges deep-rooted unequal 
power relations and gives the students an unusual chance to be treated as experts and to break 
away from their usual inferior position in the school context.  
To address issues relating to power relations between the researcher and the students, 
first it was outlined to the students that there was no right or wrong answer during interviews 
and focus groups and that they had the right to not answer questions that they did not want to 
respond to. Another approach to address power differential inherent in child–researcher 
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interactions is by building rapport (Teachman & Gibson, 2012). The initiation of building 
rapport in this study was not only in place within the interviews but already formed during 
the initial classroom observations and continued in interaction with children in and outside 
the classrooms as well as during photos and drawing sessions. Another strategy to facilitate 
opportunities for more open dialogue including following cultural custom and have the room 
setting allow me to sit on the floor with the children, creating a relaxing atmosphere and 
proximity. The researcher also has responsibility to recognise situations in which children 
might experience tiredness or boredom or pause in cases of not wanting to respond. the 
researcher anticipated this and give short breaks, especially during focus groups, and 
continued to the next question or next photo if a child chose not to respond or answer a 
question. 
There are other ethical challenges which need to be taken into consideration when arts-
informed methods are adopted. The first relates to preserving anonymity. Young people are 
often proud of their artwork, and many are used to writing their names on such pieces. Coad 
(2007) advises using a strategy of writing the students' name on the back of the paper, or they 
may choose to make up a name and put it on the front of their work. The students in this 
study preferred to put their real names on the front of the papers as this was their usual 
manner for school works. Their names and any other identifying markings on the drawings 
have been concealed in this thesis and other forms of publication. 
The second ethical challenge relates to ownership of materials produced. There may be 
an issue of keeping or giving back the work to students, as they may wish to keep their work 
and take it to show to their families. If the student wants to keep their work, one commonly 
used approach is to photograph the work, and the researcher uses the photographs for the 
analysis (Coad, 2007). In this study, the students allowed me to take their works which the 
researcher scanned and later returned. 
A further ethical issue is regarding views expressed. Once students’ perspectives have 
been made visible through producing artefacts, we might want to open their voice to a range 
of audiences. The immediate context, in which it was created, may be different from the 
researcher’s perspectives in translating, selecting and arranging the artefacts to make public. 
Therefore, not only must students give consent to participate in the research, but also they 
may negotiate the interpretation of the drawings and photos during interviews and focus 
groups. 
Some challenges in photography could be the alteration of children's photographic 
interest that may result in the ethical issue of collecting photos of people who have not been 
 87 
asked to give consent (Needham & Coad, 2005). Presentation of these photos will be enabled 
with the technique of blurring people’s faces.  
 
3.6 Data Collection Process 
The data gathering in this research involved primarily, collecting photos and drawings 
taken and created by the students, followed by interviews and focus groups. The secondary 
data collection process involved participant observations inside and outside the classrooms, 
interviews with the school staff and parents, as well as informal conversation with the school 
staff. 
The process of data collection was conducted over a period of four to five weeks for 
each school during which the researcher interacted with the students and joined in each of the 
schools’ activities. In the first week, the researcher started with interviewing the principal, 
one teacher and one parent to get initial information on the school's policy and practices of 
inclusion and its context. The researcher randomly chose only one parent and one teacher of 
those who agreed to participate in the interviews in each school. The researcher also 
conducted participant observations during the first week to build initial engagement with the 
students. The first week was concluded by a session of introducing research skills for those 
students who participated in this study. At this meeting, the researcher explained the purpose 
of the study again, and how students could participate in the arts-informed activities and their 
interpretation. 
The researcher then spent the next two weeks in each school conducting the arts-
informed activities. At the beginning of the second week, the researcher conducted an 
introductory session on photographs, including how to use digital cameras, and followed by 
sessions of taking photos of activities at the school for the whole week. Subsequently, an 
introductory session on drawings was conducted at the beginning of the third week and 
followed by drawing sessions for the entire week. The details of sessions on teaching visual 
research methods to students have been described earlier in this chapter.  
In the fourth week, the researcher conducted individual interviews and focus groups 
using photos and drawings taken and created by the student participants. In this week I 
interviewed the principal and the rest of the teachers and parents who had agreed to be 
interviewed. An additional week for interviews was dedicated if an extension was needed to 
clarify specific interviews that had been recorded. The interviews and focus groups were 
conducted in a dedicated room (e.g., inclusion room) at the schools that gave privacy and 
offered the advantage of familiar surroundings. The interviews and focus groups took place 
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over the final week. Each interview and focus group was recorded and varied in length 
between adult and children participants. Interviews with principals, teachers and parents took 
around forty-five minutes per adult, while interviews with children were shorter with around 
ten to thirty minutes per child.  
Throughout the fieldwork, the researcher conducted participant observation and 
informal interviews with both children and teachers which were recorded in field notes. 
Furthermore, conducting participant observation led to performing other roles such as support 
teacher or replacement teacher whenever a class teacher was absent. Participant observations 
were undertaken to give opportunities for the researcher to learn about the school context, to 
build rapport with the student participants and the teachers, and to gather additional data that 
could be meaningful to understand the voices of the students. The researcher conducted 
observations on the interactions between children, interactions between teacher and children, 
language used by teachers and children, the teaching practice, and the physical environment. 
Observations were undertaken during teaching and learning inside and outside the classrooms 
as well as during recess time. In the data triangulation, the observation data were used to gain 
better understandings or capture different dimensions of the same phenomenon within 
interviews, photos and drawings. 
 
 
Table 3.3. The Fieldwork phases, methods and techniques conducted in each school 
Phase Method/Technique 
A. First Phase/Main phase 
(1) Week 1  
 
 
 
 
 
(2) Week 2  
 
 
 
 
(3) Week 3  
 
 
 
 
 
(4) Week 4  
 
 
 
Exploratory phase:  
Participant observation;  
Interviews with principals, teachers and parents; Informal 
interviews with teachers. 
Session on introduction to research 
 
Participant observation 
Session on visual methods for the student participants: photo; 
Practice in using digital camera;  
Photo sessions 
 
Participant observation 
Photo sessions continued 
Session on visual methods for the student participants: drawing  
Drawing sessions 
Student led inquiry 
 
Participant observation 
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(5) Week 5  
Student led inquiry continued 
Focus group and interviews with students using their 
photographs and drawings  
 
Extended interviews with some students or school staff/parents 
B. Second Phase 
Reporting back  
 
 
Focus group with students 
Seminar with principal, teachers and parents 
 
To realise the principles of research with children (i.e. involving the children as much 
as possible in all stages of the research), this study involved a phase where the researcher 
came back to each of the schools and conducted a presentation on the student voice to the 
students themselves in one group as well as to the school staff and parents in a different 
group. In the children’s presentation group, all students from the first phase were invited. The 
researcher not only presented the general results of this study to the students, but also 
inquired about the school's general updated situation with regard to inclusion compared to 
what the students had reported during the first phase.  In the focus group with adult 
participants, the principals of each school invited all of their teachers, parents who 
participated in the first phase and a school supervisor from the Department of Education. The 
focus group first began with a presentation on the general findings around student voice 
followed by reflections and responses on how to address the student voice from the audience. 
Responses in both focus groups were recorded and collected as part of the research data. 
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Table 3.4. Number of Photos, Drawings, Interviews and Focus groups 
School Photos Drawings Interviews Focus groups with 
students/Seminar with 
adults 
Belajar 666 30 Students: 19 
Principal, teachers, parents: 6 
 
Students: 8 
Principal, teachers, parents: 1 
Rajin 602 26 Students: 42 
Principal, teachers, parents: 8 
 
Students: 7 
Principal, teachers, parents: 1 
Prestasi 154 27 Students: 31 
Principal, teachers, parents: 8 
Students: 4 
Principal, teachers, parents: 1 
 
3.7 Data Analysis 
3.7.1 Approaches to data analysis. 
The first step in the data analysis was data preparation phase (Miles & Hubermas, 
1994). The initial action in this phase was transcribing and translating the interviews, which 
in the case of this study was from Bahasa Indonesia to English. Language surfaced as an 
additional consideration during the data analysis. Language is not only words and sentences 
but a worldview and culture that cannot be entirely conveyed in translation. the researcher 
found that the process of translation was more complex than expected. Some expressions 
both in Bahasa Indonesia and Javanese needed to be literally translated to deliver the original 
meaning, yet some others could not be fully represented in English. 
Subsequently, Creswell (2012) summarises the common features of the analytic phase 
of qualitative research drawn from Bogdan and Biklen (1992) Huberman and Miles (1994) 
and Wolcott (1994). 
1. Display of collected information 
This step involved creating displays of information in N Vivo by cases. First, 
the researcher created three school cases under which the researcher generated 
sources of information based on each method used in this study (i.e. drawing 
and its elicitation, photos and its elicitation, student led inquiry, school staff 
interviews, parent interviews, and observations).    
 
6. General review or reading through all collected information.  
In this stage, the researcher read observation field notes, interviews and focus 
group transcriptions, written descriptions of drawings to obtain a general sense 
 91 
of the overall data. 
7. Present data by developing codes and themes. 
The next phase included sorting text and image into codes. Content analysis was 
employed to describe meanings extracted from the drawings and photos elicitation. 
This involved reading the drawing notes and the transcriptions line by line, then 
developing a short list of tentative of five or six codes and expanded this while 
reviewing the data. Codes were generated using a subsumption strategy: reading a 
passage until finding a concept, checking if a code for this concept had been created, 
subsuming this concept into the relevant code or creating a new code, continuing to 
read the passage until a new concept is encountered. Subsequently, the process 
involved building the coding frame by selecting the codes into potential themes. 
Revising also became part of the process by reviewing the codes, removing those 
with insufficient data to support them, and collapsing some codes into a single theme.  
8. Make contrast and comparison: cross-case synthesis 
The final step of the analysis process is to relate all of the themes and find if any 
pattern of findings emerged. Yin (2014) describes a cross-case synthesis as a process 
of observing the pattern of findings across the cases by examining each individual 
case within multiple cases data.  
Moreover, in this step of data analysis, the researcher referred back to the framework 
for promoting inclusion (Messiou, 2012) particularly on Step 2 of “bringing concerns to the 
surface” (pp. 1319). The researcher examined the data in order to identify forms of 
exclusionary pressures and marginalisation in the school contexts.  
The researcher employed the use of NVivo 10 (Edhlund & McDougall, 2012) in the 
process of analysing both text and image data. The use of NVivo can support the task of 
inductive and deductive approaches, moving back and forth between the data and the 
literature on student voice, to identify themes when analysing the transcriptions through a 
line-by-line scrutiny (Miles & Huberman, 1994). 
 
3.7.2 Justifying claims in qualitative research.  
Qualitative research, in which data are rich and detailed, is generally seen as highly 
subjective, especially from the lens of a quantitative paradigm. It may suggest conflicting or 
contradictory ideas that cannot easily be resolved into a coherent picture, therefore measuring 
validity and reliability may be problematic (Gallagher, 2009).  However, this study was 
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expected to provide argument for change or to have claims that could be used to inform 
policy or practices, therefore, considering elements for trustworthiness was crucial. 
The researcher anticipated that direct communication with the participants would bring 
about the “essential bond between research and knowledge” (Oliver, 2000, p. 14), thus 
ensuring some internal validity to the project and maximising its relevance for the 
participants. Additionally, the researcher took multiple validation strategies suggested by 
Creswell and Miller (2000) with the aim of establishing the trustworthiness of this study.  
1. Persistent observation: The researcher conducted participant observation with close 
engagement with participants for four to five weeks in each school in order to build 
trust, learn the context and verify if there was any distorted information or 
misunderstandings that emerged from students, parents, teachers, principals or the 
researcher. Engagement through participant observation was conducted during school 
hours from Monday to Saturday.  
2. Triangulation: the researcher used different methods of arts-informed activities to 
provide different types of data to confirm evidence. Deep understanding of the 
findings and their validity were strengthened through the multiple methods that also 
help me to understand the diverse construction of realities. Different sources of data 
were also obtained from individuals such as principals, teachers, and parents. Thus 
triangulation of sources, as well as of methods, was used to ensure a valid account in 
this study. 
3. Peer review: The researcher had peer-debriefing sessions where a peer provided an 
external check, asking questions about methods, meanings, and interpretations.  
4. Reporting back: The researcher took interpretations and conclusions back to the 
participants and sought their views and responses. Although this step did not serve as 
member checking, the responses from the students, school staff and parents gave the 
researcher confidence in the conclusion from the results.  
 
Cook-Sather (2006, 2007) suggests that we need to give attention to students’ language, 
lived experiences, and how and by whom the voice is represented when interpreting and 
demonstrating the data. To ensure this, in the stage of interpreting the data, the researcher 
read and re-read students’ accounts, revisited the parents or teachers’ accounts, reflected back 
to what the researcher had observed inside and outside the classrooms to see if there was 
information or connections to get better understanding of their meanings. I also included the 
narratives or authentic students’ accounts in this report when representing the data. 
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In addition to this, the use of NVivo can also serve as an audit trail to meet other 
criteria in qualitative research such as confirmability, the extent to which the findings can be 
confirmed as reasonable with reference to the data and the audit trail, as well as dependability 
in which the researcher documents the methods used and reflects on their effectiveness and 
limitations. Qualitative research can also be evaluated by its transferability through the 
provision of detailed accounts of the research context that enable the findings to be 
transferred to other similar settings (Lincoln & Guba, 1985).  
 
3.8 Conclusion 
This research aimed to investigate student voice on inclusion. In order to accomplish 
this goal, the students were positioned as competent co-researchers within multiple case 
studies involving three SPIEs. The schools were purposefully selected to represent the 
various types of inclusion provision in the school context as well as different levels of SES 
backgrounds. The students’ voice was engaged through arts-informed methods of photos and 
drawings, allowing diverse experiences of inclusion to surface. The students’ position as co-
researchers allowed student-led inquiry to provide answers to the research questions that 
underpinned the study. The data collection, thematic analysis and cross-case synthesis 
outlined throughout this chapter enabled the provision of findings unique to each site and 
across sites. These findings within and across school cases will be presented in the following 
chapters. 
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Chapter 4:  
Presentation of School Cases 
 
This study aimed to investigate student voice (i.e., their views, feelings and 
experiences) regarding the implementation of inclusive education in three public primary 
schools assigned as a Schools Providing Inclusive Education (SPIE) in Yogyakarta, 
Indonesia. My intention was to bring to light how the students experience inclusion within 
the school context and how we can learn from the student voice to enhance inclusive 
education.  
The issue of quality inclusive education has grown in importance in light of the 
regulation of Inclusive Education for Children with Special Needs and with Talent and 
Giftedness (Permendiknas no.70) endorsed by the Indonesian Ministry of National Education 
in 2009. However, insufficient attention has been paid to student voice regarding inclusion in 
the Indonesian context. Teachers and parents have expressed concerns about the 
implementation of inclusive education in the field.  In addition, no research has taken the 
student voice on inclusion into account, especially in the Yogyakarta context, thus there has 
been little discussion about how the community can use the student voice to enhance 
inclusive education. My main focus was on this under-researched area of student voice on 
inclusion in the Yogyakarta, Indonesia context (Kaplan, Lewis, & Mumba, 2007; Mudzakir, 
2011).  
In the previous chapter, the researcher outlined the methodology and research methods 
that enabled me to address the aims of the project. Such a research methodology positions 
children in this study as co-researchers to engage with their voice, and includes tenets of 
critical social theory with attention to how power relations and oppression manifest in the 
school context. 
This chapter presents the findings of the first school case in five parts. The first part 
begins with setting the scene of the school context and provides information about its 
learning environment both in academic and social areas. The second part presents 
information on the student participants involved in the study. The description of the school 
context is based on my observations inside and outside the classrooms, and on conversations 
and interviews with the principal, teachers and parents, while information on student 
participants was collected through school documents. The third part presents findings of the 
student voice. The fourth part reports on the data sharing with the students and the school 
staff. This part provides findings of the phase where the researcher went back to the school to 
 95 
report the general results, obtained feedback and updates of current student experiences. This 
chapter ends with the fifth part, being a concluding section. 
The second and third school case will be presented in subsequent chapters using a 
similar pattern of presentation. To protect the students, the school, the school staff and 
parents as research participants, all have been given fictitious names in the analysis and the 
presentation and faces in all photos have been blurred. 
 
School Case 1 - Belajar Primary School 
 
4.1 The ‘Rubbish’ School: A School with High Enrolment of Students with Disabilities 
4.1.1 Setting the scene. 
4.1.1.1 The school context.  The first primary school in which this study took place is 
located in a dense, poor ledok area in the city of Yogyakarta.  People of Yogyakarta use the 
term ledok to name an area where the ground level is significantly lower than the main street 
and is close or situated next to the city river.  A ledok area is a stereotype of a slum or poor 
community in Indonesia.  In this area, small houses are attached to each other with very 
narrow laneways that only fit motorcycles.  Therefore, to access the school people can only 
go by foot or motorcycle.  The school building is adjacent to a cemetery and the river.  
In regard to physical environment and facilities, the school has a limited outdoor area 
for children to play, a small library, a shared office for all staff, a room for praying, and a 
small canteen where the students can buy food.  Although students with disabilities in this 
school are placed in mainstream classrooms, a special room is dedicated as an “inclusion 
room” with a label thus on its door.  The room is utilised by the special education teachers 
when they need to withdraw the students from the class to conduct one-on-one sessions.  In 
addition, the identity of the school as an inclusive school is written on the school’s plank 
name that can be seen when people enter the school gate.  
 
4.1.1.2 The ‘rubbish’ school.  ‘Rubbish’ school is a term that school staff use to 
refer to their school, a place where students with disabilities are referred to by non-inclusive 
schools. The meaning of ‘rubbish’ school will be further elaborated within the school’s staff 
interviews. The school records its students with disabilities using Special School 
categorisations, including A (Visual), B (Hearing), C (Intellectual), D (Physical), E 
(Behaviour), F (Autism), G (Complex), HL (Slow Learner).  The school employs six 
classroom teachers and three special education teachers who circulate amongst classes as 
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needed. The schedule of special education teachers is based on the classrooms’ needs agreed 
between classroom teachers and special education teachers.  In addition to this, a special 
education teacher from the education department comes twice a week to support the school. 
The school considers that the number of special education teachers is not adequate to 
facilitate the students with disabilities in six classes, thus requiring some parents to have 
private special education teachers to provide learning support for their own children with 
disabilities.  
The teachers reported that the period during the early stages of transformation into an 
inclusive school was difficult.  Initially, the senior classroom teachers indicated they had 
negative attitudes towards including students with disabilities, especially concerning the 
number of students with intellectual disability enrolled in the school.  It was the leadership of 
the new principal that changed the attitudes of the school community through affirming her 
beliefs via personal and religious values.  While the senior teachers have shifted their attitude 
toward supporting inclusion, an early career teacher displayed negative attitudes towards 
inclusion, especially in regards to the inclusion of students with intellectual disability in her 
class.  
I thought this school was like any other inclusion school, including students with 
physical disability, not with intellectual disability. But in reality, they are  not only with 
physical disability, but with low IQ. I was quite shocked. Don’t mean to discriminate, 
but for children with not only physical disability but with low IQ, they are better in 
special schools. Learning some life skills is more useful than being enrolled in formal 
school. Nevertheless they are left behind quite a lot. In fact, they experience no 
progress. It is more useful for them to go to special schools compared with going to this 
school. They are not capable. The children make the class chaotic. Here, inclusion is 
heavy. I think it is already at the maximum; to give them further lessons is just 
impossible. They need life skills, for academic study is hard. If this school really wants 
to become inclusive, for inclusion children you need special education teachers. If 
inclusion children have good intelligence, then formal teachers can do that. But in this 
school, the children's intelligence is low. Maybe in each class we need two teachers, 
one special education teacher and one regular teacher.     (Interview with Year 4 
classroom teacher) 
 
As stated in the teacher’s account, teachers in the school indicated that they were 
concerned that the number of students with disabilities had reached more than 50% of the 
school enrolments.  The teachers were concerned that it was beyond their professional 
capabilities to meet the needs of all students.  When this study was conducted, the school 
listed 56 students with disabilities within its 112 enrolments; teachers at the school, however, 
believed there were more students who had not been formally diagnosed, thus the number of 
the students with disabilities might be more than those specified in the list. While students are 
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mostly local residents, the school is regarded as committed to inclusion by enrolling all 
students, including students with disabilities, from different districts of Yogyakarta.  These 
transferring students have been mostly rejected or expelled by other mainstream public 
schools due to their disabilities or due to being retained for failing to meet the Minimum 
Passing Grade to move to a higher year level.  Two parents of students with disabilities in 
this school reported such experience, a journey to access an “inclusion school” that 
eventually brought their children to Belajar Primary School. 
 
Parent 1: I know that Aldo is autistic. We tried to enrol him at some schools but most of 
them rejected him with differing reasons, even schools that have an inclusion title. So 
we enrolled him in a special school. But the special school saw Aldo's condition and 
did not think that he should be in special school. Not severe. He was rejected too 
because Aldo could go to public school. But at that time we did not know which school 
would accept him. Four inclusion schools rejected him. With reasons such as they 
already have children with special needs and with autism. One of them referred us to 
this school. The teacher did some tests and Aldo read everything that he saw in the 
classroom. We were grateful that Aldo was accepted here. That was how we came to 
this school, because many other schools rejected us. I think inclusion in this school is 
great. The reason I think it is great is because among other inclusion (schools), this 
school has already have many ABK, yet they still accept.  (Interview with a parent of 
student with disability in Year 1) 
 
Parent 2: He started Year 1 in Kanisius PS. I knew he was an inclusion child. His 
teacher in Year 1 said this child was not regular. I was then referred to a special school. 
The special school said they could not accept a child without evidence. We talked to a 
psychologist, it was right that he could not be admitted to a special school. It was 
recommended that I should take him to an inclusion school. At that time, there were not 
many public inclusion schools. So I begged the teacher at Kanisius PS that my son 
could stay there, they said if he wanted to stay there were consequences. He would not 
be promoted. So he was there for two years (in Year 1). He must be ashamed for not 
being promoted, so we looked for another school with not so many children. So we 
went to Bopkri PS. We brought the evidence. The principal said, “This is not an 
inclusion school”. He could not be enrolled here. We told the principal that we had 
difficulties in finding an inclusion school. Then we met the teacher; she said she was 
willing to take him. She assessed him to see if he could read and count. So he was 
accepted there. But after 4 months, the teacher was complaining. When receiving his 
yearly report, he was retained. My son was so sad. They recommended Taman Sari 
inclusive PS. We went there but they could not accept him because they already had 3 
inclusion children in each class. We were confused. The Taman Sari PS teacher gave us 
some inclusion school names. We were very grateful that he was accepted here.  
(Interview with a parent of student with disability in Year 3) 
 
The two parents’ experiences indicated that it was difficult for students with disabilities 
to access schools, even to get admission into inclusive schools.  Belajar PS as one of the 
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“inclusion schools”, on the other hand, showed their willingness to accept students with 
disabilities even if they had reached the commonly agreed number of having three students 
with disabilities in each class. In 2017, a new commonly agreed number has been formally 
endorsed in the Guidance for New Student Enrolment released by the education department 
in Yogyakarta allowing high schools to enrol a maximum of four students with disabilities. 
This regulation thus allows schools to select students with disabilities in their enrolment 
process. Belajar’s student enrolment policy made the school the last resort for students who 
were rejected from both ‘non-inclusive’ and ‘inclusive’ schools.  As a result, the community 
perceives the school badly for its acceptance of a high proportion of students with disabilities.  
Not only the parents reported such ill-repute, a teacher and the school principal, during an 
interview, also confirmed the school’s reputation as a ‘dumping’ or ‘rubbish’ school by 
accepting more students with disabilities.  
 
In my class I have a student who has been retained 2 or 3 years. And many of them are 
from other schools and have been moved here. They failed to move to a higher year 
level and then moved here. They cause the problems, those students who moved to this 
school, not students who are originally from here.  Students from other schools who 
misbehave and are lazy then moved here. So this school is like a dumping school. I feel 
sorry. It is like a rubbish school.   (Interview with a classroom teacher) 
 
A perceived school image as a ‘dumping school’ was also reported by the school 
principal who often encountered harsh comments during school principals’ meetings,  
 
Some principals of mainstream schools have made comments that it is a great 
achievement for my students just to be able to button up their shirts. The fact that our 
school is accepting students who are expelled from other schools because they couldn’t 
pass the Minimum Passing Grade to be promoted to a higher year has made inclusion 
schools seem like a rubbish school.     (Interview with the Principal) 
 
The principal was aware of the phenomenon where failing students from ‘non 
inclusive’ or non-SPIE schools were being referred to her school.  A ‘system’ within public 
schools in the Yogyakarta context is when a student fails to move to a higher year level for 
the second time, schools would have an ‘agreement’ with parents or carers that they will 
withdraw their children and move them to a different school.  The principal reported how she 
approached this issue by understanding that she needed to demonstrate compliance with the 
government’s decision of appointing the school as an ‘inclusive’ school, as well as her 
personal belief that “the students need to be taken care of and that it is my call of duty”.  
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Although, the principal’s personal view is not the intent of policy and legislation, this 
perception can be understood from the Javanese cultural context where many people view 
their positions and responsibilities as not separate from moral and religious beliefs.  
 
4.1.1.3 Understanding of inclusion.  The school staff generally understood inclusion as 
providing access to education for all children, particularly the presence of children with 
disabilities in a regular setting as exemplified by the school principal’s statement:  “Inclusion 
for me is that all children can have access to schooling. Actually, inclusion can be found 
anywhere. In private schools. In here.”  (Interview with the principal). 
 
Meanwhile, one parent gave her understanding of inclusion: 
Inclusion means they accept my son as he is. In regular (school) it seemed that my son 
was always to be blamed. “This child was not capable”. “This child couldn't do the 
lessons”. “Parents please help”. Yet, we as parents already supported him in the highest 
way possible. Studying with him, tutorials, etc. But teachers still complained, “This 
child was not capable”. When I started in this school, teachers were very patient. 
Teachers are helping him. I can see parents with inclusion children have to be patient 
because they cannot go home as scheduled. Teachers understand children's capacity. If 
they see children have not finished a task they wait until the children finish. Sometime I 
meet inclusion parents, when picking up their children, and they complained, “What 
takes them so long?” Because they are given additional lessons. Personally I am not 
happy but I can understand. I do not like this condition but I understand my child's 
needs. I have to accept it. I guess inclusion schools have to do that (additional lesson)?   
(An interview with a parent of student with disability) 
 
From the parent’s point of view, inclusion means accepting and understanding 
children’s needs. The perspective of the parent reflects inclusion within the social model of 
disability. The medical model of disability views disability as a pathological condition. In this 
model, the disability is located within the person who is seen as having disorder. The social 
model views disability as created by societal conditions rather than by a personal condition 
(Mackelprang & Salsgiver, 1999). The parents compared the ‘non-inclusive’ school who saw 
their child as not capable and constantly blamed their child for academic failure. On the other 
hand, the ‘inclusive school’ was able to respond to student diversity with teachers adapting 
their practice by being patient, helping and providing support through additional hours and 
lessons. Although the parents did not really like the extended time for the child that impacted 
her time, the parent believed that inclusion schools should take the responsibility to change 
themselves to support all children.  
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4.1.1.4 Academic domain in the school.   
The classroom teachers reported that they used the same mainstream curriculum for all 
students. This practice can be seen as providing the same opportunities for all students to 
access curriculum. However, from observation it could be seen that the classroom teachers 
employed minimal differentiated strategies to facilitate all students in their classes to access 
the curriculum.  Most of the time, the teachers used textbooks or writing on the white boards 
as their main strategies, and all children worked on their textbooks sitting in rows facing 
towards the teachers.  
It was the duty of the special education teacher to re-teach, re-explain or make 
adjustment to the tasks for the students with disabilities (e.g., make easier worksheets), or to 
take the students into the inclusion room. The labeling of the room as ‘inclusion room’ can be 
understood by the purpose of the room. The special education teachers typically use this 
room when they need to withdraw students with disabilities, whom the school call ‘inclusion 
children’, from the classrooms. Since the room is dedicated for ‘inclusion children’, it has 
become known as the ‘inclusion room’ or a withdrawal room for children with disabilities. 
This represents the school’s understanding or translation of the term of inclusion as disability. 
Thus, the classroom teachers relied heavily on the presence of special education 
teachers.  At times when the special education teachers were not available, the class dynamic 
became a real challenge (e.g., students wandered in the classroom, distracted others, fought 
with their peers, or students with disabilities became passive and did not know what to do, as 
pictured in Figure 4.1 to Figure 4.3), despite occasional efforts of the classroom teachers to 
give attention to the students with disabilities individually.  
 
 
Figure 4.1. Classroom learning approach. (Photo taken in class observation, Year 3) 
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In Figure 4.1, the teacher first taught using the textbook and then wrote the tasks on the 
whiteboard for students to work on.  Some students began to approach the teacher, gather 
around her desk and ask for explanations, as they did not understand how to work out the 
tasks.  Some other students tried to help themselves by sitting closer to the whiteboard, as 
they could not read clearly from their seats.  Two students with intellectual disability just sat 
passively on the left side and could not figure out what to do, while some other students 
started to wander around and fight as pictured in Figure 4.2 and Figure 4.3, while the teacher 
kept helping the students who gathered near her desk. 
 
Figure 4.2. Fighting during lesson. (Photo taken during class observation, Year 3) 
 
 
Figure 4.3. Fighting during lesson. (Photo taken during class observation, Year 3) 
 
Teachers had differing strategies to address the difficulties they had in engaging 
students with diverse needs. In a Year 4 class, the researcher observed the teacher use a 
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strategy of arranging students’ seating based on their abilities/disabilities.  During an 
observation, the teacher explained that she located students with Intellectual Disability at the 
very back of the class; students diagnosed with Slow Learners on the left and right sides and 
‘regular’ students sitting at the front row, as pictured in Figure 4.4.   
 
 
Figure 4.4. Seating arrangement. (Photo taken during class observation, Year 4) 
 
In an interview with the teacher, the researcher asked about strategies that she used to 
respond to students with diverse needs.  In response she provided an explanation for her 
decision on the seating arrangement used during the observation.   
 
This is an inclusion school but resources and learning approach are not inclusive at all. 
Inclusion children are pushed to perform as the other children. The learning approach is 
exactly the same as with any other school. If we make differentiation, then assessment 
will be complicated. For example would 80 for the inclusion children be the same with 
80 for normal children? I feel it is a little odd. It could be fine maybe with additional 
information in the report that this is an inclusion child. But then what are the criteria to 
be categorised as an inclusion child? If they are assessed, their level could be like 
kindergarten children. In my class they have to follow the regular curriculum. The 
principal said that I have to make accommodation, but then how? How do you make 
differentiation for all levels? For the inclusion children they still follow the same 
lesson, but they use a textbook not a worksheet. Textbook is a lot easier. However in 
exams, teachers will use a worksheet. Inclusion children learn with textbooks.  
(Interview with Year 4 classroom teacher) 
 
The teacher indicated that she lacked professional knowledge about making 
accommodations.  In addition to this, it can be inferred that the teacher’s understanding of all 
children following the general curriculum means that all students have to achieve the same 
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learning in the same way at the same time.  In her effort to survive with the diversity of the 
students and the curriculum demands she further explained: 
 
I separate seating between inclusion children and not inclusion. For formal children, let 
them focus on formal. I also divide the blackboard. I give different tasks to the 
inclusion children. But even if they are given tasks they still disrupt the others. Or 
sometimes they’re daydreaming. Or busy by themselves. Formal children, if they are 
working on task and then get a little distracted, you just give them a little warning then 
they will listen. But inclusion children, even if we sit next to them they still cannot 
concentrate.  (Interview with Year 4 classroom teacher) 
 
This way, the teacher believed that she would be able to manage the class better and 
was able to engage the “formal children” which referred to ‘regular’ students.  The teacher 
believed that if she did not pay more attention to the ‘regular’ students, then “the regular 
students would waste their potential and be left behind”.  Further, the teacher saw the 
problem being with the students with disabilities and that this should become the 
responsibility of special education teachers as articulated in her account: 
 
I want to have a permanent special education teacher in my class so they won’t be 
noisy. There are independent special education teachers, but they are only for their own 
students. Sometimes they finish at 9 am and then go home. Sometimes they don’t 
come. Sometimes they come only in the afternoon. If their students are not present, 
they go home.   (Interview with a classroom teacher of Year 4) 
 
The view that sees the presence of a special education teacher as a strategy to managing 
the behaviour of students with disabilities was also found in a parent’s report, although her 
concern focused on the uniformity of learning approach the teachers used in the school. 
 
We have regular meetings for parents of ABK. I want to give feedback in the next 
meeting. I see in the class, for both ABK and normal children, the way of teaching is 
the same. Sometimes Aldo or Rafa needs special attention so that they will understand 
the lesson better. For example, Aldo needs numerous explanations in Math, in addition 
and subtraction. Because, sometimes he doesn’t read the instruction, just jumps straight 
away into doing it. So I see they still use the same method. I want to know if a child 
needs a special education teacher or, can parents help their children, because special 
education teachers will require money. (Interview with a parent of a student with 
disability in Year 1) 
 
Not only were parents concerned with the uniformity of learning strategies, they also 
worried about assessment of learning that could impact on their children being retained. Two 
parents of students with disabilities reported: 
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The thing that I don't know is the assessment. Will it be the same between ABK and 
normal children? For example, for normal children they have to pass 75 to move to the 
next grade, but for ABK? Because, if it is the same, it will be hard. For example sport, 
with Aldo's condition he does not like to run, or Wati she can run but not as fast as 
other children. In short, compared to normal children the result must be different. I 
think that is what I want to know, the way they deliver the lesson and its assessment.  
(Interview with a parent of student with disability in Year 1) 
 
How is an inclusion child assessed?  Do they have year retention for him? I need to 
know. When Mugi was in Year 2 he was promoted to Year 3 and the report was the 
same. It has Minimum Passing Grade. In the forum of inclusion parents, they said 
starting this year the report would be different. But we'll see. In the forum it was 
discussed that, as far as I know, there will be no year retention for inclusion children 
because capacity of inclusion children is already at the maximum. Their capacity 
cannot be pushed higher. Mugi was really distressed with year retention. We were 
ashamed with our neighbours. He was lying to our neighbours that he was promoted to 
Year 3. He said, “I am promoted, I am promoted”, well that was his hope. This time he 
works hard and it is his maximum capacity. The problem is if he spends a long time in 
primary school it is not good. Say, if he spends 2 years each year level he will grow 
moustache by the end of primary school. I think year retention is not necessary.   
(Interview with a parent of student with disability in Year 3) 
 
The parents’ report showed specific concern about the assessment system, and its 
impact on a child with disability being promoted to the next year level or held in the same 
year level. They were worried that their children could not meet the Minimum Passing Grade 
and would thus fail to move to the next year level.  Parents believed that assessment being 
applied to students with and without disabilities “must be different” and year retention was 
“unnecessary”.  One of the teachers explained that assessment is different between ‘regular’ 
students and students with disabilities.  
 
Inclusion here is just like any other regular schools. Children with disabilities are in 
regular classrooms accompanied by special education teachers. Learning is the same for 
all students. But later in the exam or test, the standard is downgraded.  Regular 
children, say, work on test 1-50. Children with disabilities, say, only work on 1-10 
made by special education teacher. Learning material is the same just like regular, but 
exams are then differentiated.  (Interview with Year 1 classroom teachers) 
 
However, one teacher believed that students have to show mastery to be promoted as 
expressed in her statement: 
 
I maybe would try to encourage them to study more. Semester two is very important to 
decide whether they will be promoted or not.  If a child has not mastered his lessons 
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and is not promoted isn’t it impeding the child?   (Interview with Year 4 classroom 
teachers) 
 
The year retention is a system in the education context in which a Minimum Passing 
Grade is applied for students to move to a higher year level.  For the classroom teachers, 
there is a demand to support students to meet the Minimum Passing Grade for each subject.  
Therefore, a teacher’s ‘survival’ strategy of making seating arrangements based on disability 
categories and giving focused attention to ‘regular’ students or providing additional hours 
and lesson as explained previously, can be understood within the high pressure setting of 
meeting the educational requirements set for mainstream students.  
 
4.1.2 Social domain in the school.  Observation of social interactions between students 
in the school highlighted a division between ‘regular’ and ‘inclusion’ children and the 
position of students with disabilities as a marginal group. This was supported by a teacher 
who reported: 
 
Inclusion children are often bullied. Often pushed away. They play by themselves. 
Inclusion children play by themselves, regular children play by themselves. Though, 
some (inclusion) children now can mingle with the other (children).  (Interview with a 
classroom teacher) 
 
A student with disabilities being labelled as “inclusion child” seemed to contribute to 
the students being pushed away.  It was reported by a special education teacher that students 
with disabilities were seen as stupid since they were attached to a special education teacher, 
 
Mugi, Ita and Adit are students with intellectual disability. Dio actually also has special 
needs but he does not want to admit it. He says, "I am fine. I can do the lesson. I want 
to study with my friends." His results are always below the others'. But every time I 
want to help him, he rejects. He thinks that if a student is being assisted that means the 
student is stupid. He thinks that if I am not assisted then I am good.  (Interview with the 
school special education teacher) 
 
In summation, within the school’s condition of being a socio economically 
disadvantaged school, the school was committed to providing access for students with 
disabilities or students who had failed, or been neglected or discarded by other public 
schools.  However, the school community perceived some issues hindering its inclusive 
practices such as the high number of students with disabilities enrolled, the uniformity of 
learning strategies and the system of Minimum Passing Grade or year retention.  Moving on 
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from the school context, the next section provides information on the student participants 
before presenting their voice on inclusion. 
 
4.2 Student Participants 
This case involved 17 students from Year 1 to Year 4, with ten students having a 
disability diagnosis and six students without disability categories.  Among them were six 
girls and eleven boys.  The disability categories found in the school records include Physical 
Disability, Intellectual Disability, Autism and Slow Learners. The school principal did not 
allow Year 5 and Year 6 students to participate in the study as they needed to focus on 
studying; especially Year 6 students who were preparing for the National Exam. Below are 
the details of the participants based on the school records.  
 
Table 4.1. Student participants based on the school records 
No Name Year Gender Disability 
1 Restu 1 M C 
2 Nina 1 F - 
3 Wati 1 F D 
4 Reno 1 M D 
5 Aldo 1 M F 
6 Adi 1 M - 
7 Nuri 2 F - 
8 Joko 2 M HL 
9 Ali  2 M - 
10 Dina 3 F HL 
11 Mugi 3 M C 
12 Setyo 3 M - 
13 Ita 3 F C 
14 Lanang 4 M C 
15 Deni 4 M C 
16 Nara 4 M - 
17 Tuti 4 F - 
 
The school principal reported that the records and its categories followed the 
Yogyakarta Department of Education policy.  Assessments for the students were either 
arranged independently by parents through a child development centre or arranged by the 
school.  Assessment arranged by the school involved a public special school assigned by the 
department.  The assessment and diagnoses were completed by staff from the special school 
including a psychologist and a teacher at the special school. 
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4.3 Student Voice: Findings from Students’ Drawings, Students’ Photos, Individual 
Interviews and Focus Groups  
In this part, findings are presented which emerged from analysing the students’ 
drawings and their written descriptions, as well as transcribed interviews and focus groups 
sessions to discuss the students’ drawings and photos.  The guiding questions for the students 
to draw were: (1) draw your happy experiences at school, and (2) draw your unhappy 
experiences at school.  The guiding instructions for the students to take photos were: (1) take 
photos of places and activities that make you feel happy or sad, and (2) take photos of places, 
things or activities in your school that you think show inclusion.  
 
4.3.1 Playing.  The students reported playing as their happiest experience at school.  
Various play experiences such as hopscotch, hide-and-seek, soccer, Dakon, and playing with 
friends during recess and lunchtime were activities that they valued the most at school.  The 
dominant theme of playing during recess as the happiest experience found in the children’s 
drawings are presented in Figure 4.5 to 4.8 and Figure 4.10.  Four of the drawings showed the 
school playground as the preferred location for play, and one drawing (playing Dakon) took 
place inside the classroom. 
 
 
Figure 4.5. Happy Experience: Playing Hopscotch.  
Written description: I like to play hopscotch at school (Ali, Year 2 student).  
 
Hopscotch.  A game. Because I like to play at school at the school playground. (Ali, 
Year 2 student) 
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Figure 4.6. Happy Experience: Playing Hide and Seek.  
Written description: I like to play hide and seek at school. (Joko, Year 2 student with 
disability) 
 
 
 
Figure 4.7. Happy Experience: Playing Soccer.  
Written description: I play soccer. (Tuti, Year 4 student) 
 
Soccer. I like soccer. I play soccer during sport. (Tuti, Year 4 student) 
 
When the students were given the opportunity to talk about their happy experiences of 
school they frequently talked about playtimes and friendships during recess.  A dominant 
feature of the drawings was the location of play experiences outside the classrooms, and the 
happiness it brought to students.  This preference of place is also apparent in Figure 4.8 and 
Figure 4.9 in which a student in Year 1 shows a comparison of being happy while playing 
outside and unhappy while inside.   
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Figure 4.8. Happy Experience: Playing.  
Written description: What I like most is playing. (Adi, Year 1 student) 
 
 
Figure 4.9. Unhappy Experience: Inside the classroom.  
Written description: What I don't like most at school is in the classroom. (Adi, Year 1 
student) 
 
The students mostly did not relate play with ‘formal’ learning in the classrooms.  
However, some of the students mentioned that they did play activities in the classrooms 
although it was observed that the play activities were only to fill free times or when the 
teachers were not present, either because they left the classrooms for a short time or were 
absent for the whole lesson.  The ‘free play’ activities in the classrooms that the researcher 
observed ranged from running around and chasing each other in the classroom to more 
structured play such as a traditional game in which children collected seeds, leaves or pebbles 
from the school ground and used them to play Dakon as pictured in Figure 4.10. 
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Figure 4.10. Happy experience: Free play in the classroom.  
Students initiated play to fill free time in class. The students collected seeds to play Dakon, a 
traditional game that basically practises numeracy skills and strategy. (Photo and notes during 
class observation) 
 
This type of free play activity in the classroom such as Dakon was also seen by one of 
the students as a happy experience as pictured in her drawing shown in Figure 4.11. 
 
 
Figure 4.11. Happy experience: Play.  
Written description: Happy experience. Playing. Because it’s fun. (Ita, Year 3 student with 
disability, 11 years) 
 
I played in the classroom. I played Dakon. It's fun (Ita, Year 3 student with disability). 
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The data showed that play became students’ dominant theme in response to identifying 
happy experiences at school.  The students’ report on playing as a happy experience and 
recess time at the school playground as the happiest time especially, might have links with 
academic and social aspects inside the classrooms, such as experience of disengagement, 
academic pressure (e.g., year retention) and social pressure (e.g., bullying) that will be 
presented in the following sections. 
 
4.3.2 Disengagement.  When the students were asked to draw unhappy experiences, 
one student drew a picture of himself studying in the classroom.  He went on by voicing his 
suggestion during an interview that teachers should use playful approaches to learning.  
Learning approaches applied in the school were seen by the students as disengaging and 
resulted in the students seeing the lessons as boring, too many things to memorise, and 
difficult. The student voiced this issue in his drawing and excerpt from his interview.  
 
 
Figure 4.12. Unhappy experience: Studying.  
Written description: I don’t like studying because I am bored. (Ali, Year 2 student) 
 
We should play, have fun and learn in groups when studying. Year one was fun 
because it was easy. Year 2 is difficult and the teacher is harsh. Activities are boring.  
(Ali, Year 2 student) 
 
Another student drew the school building with children being outside playing soccer.  
He wrote that he does not like studying.  
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Figure 4.13. Unhappy Experience: Studying.  
Written description: I don't like studying. (Aldo, Year 1 student with disability) 
 
An interview with a different student on her drawing indicated that she liked studying.  
However, she expressed that she did not like Social Studies as it required a lot of 
memorising, stating: “I don't like PPKN (Social Studies). It is difficult. So many things to 
memorise” (Dina, Year 3 students with disability).  
The voice of disengagement also emerged during a focus group in which two students 
discussed why Lanang, a student in Year 4, was often sent to the school office as a result of 
him not working on tasks and running around in the classroom. 
 
Tuti:   Teachers are paying attention to the students.  
Lanang:   Teachers are harsh. Getting angry easily.  
Tuti:  Teachers get angry because when we are studying he is running around 
in the classroom. He would be sent to 'court'. Being 'in court' means 
you are sent to the school's office and then questioned. He has been 'in 
court' many, many times. 
Lanang:   (Being in court means) teacher was angry with me. I was afraid. 
Tuti:   Well, you're being given feedback, not being scolded.  
 
While viewing the students’ individual photo collections, I found seven children took a 
similar photo portraying a student who preferred to study outside his classroom sitting at a 
table just next to the classroom door (Figure 4.14).  
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Figure 4.14. Disengagement: Learning outside the classroom. 
Photo taken by Nina Year 1 student 
 
Noting the students’ interest about this particular scene they saw every day, during a 
focus group discussion the researcher invited the students’ observations and two of them 
commented on the photo: 
 
Bayu learning outside. Learning by himself. So his dad can help. Disrupted by 
classmates.   (Mugi, Year 3 student with disability) 
 
Bayu is learning outside the classroom. He is afraid. He is afraid of Joko because Joko 
is shouting all the time in the class.  (Ali, Year 2 student) 
 
From the lens of the students, the boy in the photo avoided the classroom because of 
the disruptive class and feeling scared of his peers.  When discussed with the classroom 
teacher, she indicated that the student was afraid to sit in the classroom and she could not 
handle this problem because her responsibility was to teach for the whole class.  The teacher 
let the boy sit outside and work with his father every day.  Based on the daily observations, 
the boy worked productively on his tasks supported by his father, yet he definitely did not 
interact, communicate or participate with the rest of the classroom community.  This may 
represent disengagement in which a student feels detached from a classroom community as a 
result of the unconstructive classroom climate or negative relationship with peers or teachers.  
 
4.3.3 Studying.  Although playing and disengagement were dominant themes found in 
this school case, studying was reported as one of the happy experiences at the school.  Both 
the students with and without disabilities expressed their feelings of happiness when 
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studying, and additionally, the students with disabilities not only consider these experiences 
as happy but also important.  In general, the students reported that they liked to study with 
their teachers, as depicted in Figure 4.15 and with their friends, as shown in Figure 4.16. 
 
 
Figure 4.15. Happy experience: Studying.  
Written description: I like to study with my teacher. (Nina, Year 1 student) 
 
  
 
Figure 4.16. Happy experience: Studying  
Written description: Studying at school with friends. (Dina, Year 3 student with disability) 
 
The drawings and written descriptions showed the resources and support for students to 
access curriculum through studying activities.  For some students, the teacher was their 
support to access curriculum, while for others, friends were the source of motivation for 
studying.  The students also conveyed that they like studying because it led to important 
qualities such as being clever and getting knowledge, as articulated by two students: 
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I want to study. It is a happy experience, because studying makes me clever.  (Dina, 
Year 3 student with disability) 
 
I like studying so I can get knowledge. I like reading books at the library. (Tuti, Year 4 
student) 
 
The students who perceived studying as important, also linked studying with their self 
evaluation on perceived academic skills such as good in reading as shown in Figure 4.18, or 
cannot write as shown in Figure 4.17.  One of the students also expressed her expectation to 
do better by getting a higher mark, as shown in Figure 4.19, and her statement: 
 
 
Figure 4.17. Learning skills.  
Written description: I am good at reading books. (Setyo, Year 3 student) 
 
 
Figure 4.18. Learning skills.  
Written description: I cannot write. (Aldo, Year 1 student with disability) 
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Figure 4.19. Learning skills.  
Written description: I don't like a score of 80, I like 100. (Wati, Year 1 student with 
disability) 
 
I don't like an 80 mark, because I want to get 100. Because I want to be a doctor.  
(Wati, Year 1 student with disability) 
 
The students’ views, nonetheless, may represent the cultural values in the Indonesian 
context and also the community norm that being in school means that students are to study 
hard and to perform well.  
 
4.3.4 Year retention.  Some of the student participants diagnosed with intellectual 
disability reported that they experienced year retention either from their previous schools or 
from the case study school.  One student in Year 1, for example, had been retained in Year 1 
for 3 years, while two students in Year 3 had experiences of one repeat in each of their 
previous years.  The students expressed their hopes that they would be able to move to a 
higher year level.  Moreover, they recalled the previous experiences of being held in the same 
year as sad as depicted in Figure 4.20 and its elicitation, whilst Figure 4.21 shows the 
experience of being promoted as feeling happy. 
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Figure 4.20. Unhappy Experience: Year retention.  
Written description: Unhappy experience, not studying, not moving to the next grade. (Ita, 
Year 3 student with disability, 11 yrs) 
 
Being retained. Year 1, 2, 3. Year 1 - one time, Year 2 - one time. Being mocked by my 
classmates. Sad. They mocked, “Ita will be in Year 3 forever, not going to Year 4.” I 
have to study hard to go to the next level. I keep studying. I hope classmates are kind to 
me.  (Ita, Year 3 student with disability, 11 yrs) 
 
 
Figure 4.21. Happy experience: Year promotion.  
Written description: Year promotion. Happy experience. (Mugi, Year 3 student with 
disability, 11 yrs) 
 
Year promotion. Happy. Studying. I was held in Year 2, being held two times. Being 
held one time in Year 1 and two times in Year 2. Sad.  (Mugi, Year 3 student with  
disability, 11 yrs) 
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These two examples of children’s accounts illustrated that year retention made the children 
feel sad.  This description was also supported by the parent’s account,detailed in section 
4.1.1.4, that year retention caused distress and triggered dishonest behaviour in Mugi.  
 
 
Figure 4.22. Unhappy Experience: Year retention.  
Written description: One. Two (Restu, Year 1 student with disability, 9 yrs) 
 
While the two students clearly expressed their concerns about year retention in their 
drawings, the researcher found a drawing of the unhappy experience was unclear to me as the 
written description was only “one” and “two”.  During an interview with the student about 
his drawing, the researcher asked the student to explain what the words “one” and “two” 
were about. He responded: 
 
This is Year 1. This is Year 2. Want to be in Year 2. Been in Year 1 three times. Want 
to go to the next level. Want to go to Year 3, 4, 5.  (Restu, Year 1 student with 
disability, 9 yrs) 
 
Although Restu did not express his feelings like the other two students, he voiced his 
hope to keep moving to a higher grade. The students also indicated that to avoid being 
retained, studying was seen as the key to getting promotion or access to age appropriate 
education.  The students’ expressions of studying, keep studying and studying hard, indicate 
the demand being put on the students with intellectual disabilities to meet the rigid standards 
set in the mainstream curriculum or be at risk of experiencing year retention. The students 
with intellectual disabilities’ stories indicate they live with more anxiety about promotion. 
They also indicate that the education system views the problem as lying within the children, 
stressing that effort to change or improve should come from the students. The students who 
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were being retained would have no access to learning experiences appropriate to their age 
and social interaction with their same age peers. The experience of year retention thus might 
indicate experience of marginalisation in the school context. 
 
4.3.5 Bullying.  All the student participants reported some experiences of being bullied, 
although it was observed that students with disabilities tended to experience more than their 
‘regular’ peers.  Forms of bullying observed in daily incidents inside and outside the 
classrooms were consistently reported and are pictured by the children in Figures 4.23 to 4.26 
with interview excerpts included being called hurtful names, mocking, kicking, hitting and 
hiding personal belongings.   
 
 
Figure 4.23. Unhappy experiences: Bullying.  
Written description: Classmates mock parent. Sad experience. (Mugi, Year 3 student with 
disability, 11 yrs) 
 
They mock my parents. Classmates, mock parents. I don’t like it. Sad experience. 
Mates, hitting my hands. I want not naughty friends. Not mock parents.  (Mugi, Year 3 
student with disability, 11 yrs) 
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Figure 4.24. Unhappy Experience: Bullying.  
Written description: Naughty hands (Setyo, Year 3 student) 
 
Classmates take my money, pencil, book. They are naughty to me. They hit me.  
(Setyo, Year 3 student) 
 
 
Figure 4.25. Unhappy Experience: Bullying.  
Written description: Oii Tuti’s mum’s name is Indra. Don't mock me. (Tuti, Year 4 student) 
 
My classmates mock me. They mock my parents. They mock me with my parent's 
name.  (Tuti, Year 4 student) 
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Figure 4.26. Unhappy Experience: Bullying.  
Written description: I don’t like being mocked. (Lanang, Year 4 student with disability) 
 
I don't like being mocked. With ugly name. My father was born in Ambon. Children 
call me Ambon.  (Lanang, Year 4 student with disability) 
 
Researcher:  What do you think of your classroom in Year 3. 
Setyo:   Very noisy. 
Researcher:  Why do you think they are very noisy. 
Setyo:   I don’t know.  
Researcher:  What about learning in your class. What do you like about learning? 
Setyo:   I like to study and play with my classmates. I am not noisy. I am not 
naughty too. 
Researcher:  Do you think your classmates are naughty? 
Setyo:   Yes. 
Researcher:  What do you mean by naughty? 
Setyo:   They like to hit, pulling hair, pinching.  
 
The students’ reports indicated both verbal and physical bullying and that mocking 
others using their parent’s names as the most frequent bullying act.  The need for being safe 
and free from bullying was expressed in the students’ drawings by all of the students 
although students with disabilities tended to report more frequent bullying.  This was 
supported by a classroom teacher’s report in the previous section that students with 
disabilities were the most common target when it came to bullying.  
An example of this was observed during an observation in Year 1 at recess time.  A 
student with autism who always enjoyed spending the time by himself eating his bread or 
reading a book at his desk, was being teased by three of his classmates.  The three children 
knew that the boy would feel distressed when people approached him.  The classroom teacher 
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reported similar incidents, elaborating that the boy was well known as someone who could 
not stand people being physically close to him.  In the classroom the boy sat alone without a 
partner.  The boy was trying to get the three children to leave him alone, but the act of teasing 
kept on going until he eventually ended up crying and lying on the floor as shown in Figure 
4.27 and Figure 4.28.  
 
 
 
 
 
 
 
  
Figure 4.27. and Figure 4.28. Bullying. (Photo taken in class observation, Year 1) 
 
Meanwhile a student with disability expressed her concern that the absence of a special 
education teacher influenced the class dynamic resulting in her being bullied.  The student 
expressed her experience: 
 
I can’t concentrate. My class is too noisy. They mock me, my writing is ugly and 
messy. Dona often pinches me. Ms Luna (Special education teacher) is mean. She 
becomes mean to naughty children. Ms Pur (classroom teacher) gives very difficult 
tasks, Ms Luna then helps me. Only when Ms Luna is here they are quite. If Ms Luna is 
not in the class, they mock and hit me.  (Ita, Year 3 student with disability) 
 
The student voice indicated that bullying was a common issue to all students.  
However, from the students’ report, it was evident that students with disabilities tended to 
experience it more and this may indicate an imbalance power between ‘regular’ and 
‘inclusion’ children.  This unequal position was signified by the report from Ita describing 
situations when the presence of the special education teacher prevented the oppression from 
‘regular’ children in the form of bullying.   
 
 123 
4.3.6 Friendship.  A strong theme found in this study was the importance of having 
friends and friendship.  Hopes emerged of having friends who did not show aggressive 
behaviour or hurting others as articulated in the following children’s expression: 
 
Naughty hands.  My classmates, they like to pinch me. I want my friends to be nice, not 
pinching people, not arguing, not angry.  (Dina, Year 3 student with disability) 
 
I want them to be friendly. They should be nice and peaceful.  (Setyo, Year 3 student) 
 
Friends who are kind, not naughty and not mocking my parents.  (Mugi, Year 3 student 
with disability) 
 
The students’ wish to have friends who are kind indicated that experiencing verbal and 
physical aggression was not unique to students with disabilities.  The problem here for all 
students was the behaviour of their friends or classmates who played with them.  However, a 
student with intellectual disability stood out in expressing her concern not only about the 
aggressive behaviour of her peers, but also the wish to have a friend to play with. She 
expressed: 
 
They hate me. No one wants to play with me. I play by myself. They said, I’m ugly, my 
gum is sticking out. No one wants to be friends with me. I am just by myself. They are 
very naughty, mean, they take my pencil, very noisy. Sad. I have no friends at school 
and at home. I play by myself. Just sad, no one wants to be with me. Because I’m ugly. 
Dona told me that. Ratna grabbed me on my neck. Agil threw paper at me. Dina threw 
her shoes at me.  (Ita, Year 3 student with disability, 11 yrs.) 
 
It is evident from the student voice that she experienced social isolation in school, that 
she was rejected by her peers and denied the right to friendship.  According to Ita’s account, 
her experience of rejection was based on her appearance and most likely, found in her other 
accounts, from being labelled as “inclusion child”.  It was also evident that the school’s 
reputation for taking students with disabilities from other schools heightened this loss of 
friendship.  Ita, who lived with her grandmother as her parents both worked in a different 
province, had to find a new school as a result of being expelled by her previous school.  She 
had been rejected by other public schools and had to accept her only choice to be enrolled in 
this school.  She further stated; 
 
When I was in my previous school, I had friends. Here, I don’t have friends; no one is 
nice to me (starts to cry). SDP (previous primary school) was good, I had friends. At 
SDP I spent two years in Year 1, two years in Year 2, one in Year 3 and then I had to 
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move here, repeating Year 3 again.  It feels very sad without friends. My grandma has 
been trying to enrol me at many schools, Primary School A…Primary School B… 
Primary School C….but they didn’t want me. I wasn’t accepted anywhere. I don’t want 
to be here but this is the only school that wants to accept me. It is very, very sad I don’t 
have friends. I just want to be happy at school, just like in my old school. I just want 
my old school. Everyone was nice to me.   (Ita, Year 3 student with disability, 11 yrs.)  
 
The student’s narrative, supported by the parent’s narrative presented previously, shows 
an example of marginalisation by a system that fails and expels students, and moves them 
from school to school.  It is also evident from this student’s story that there is a lot of 
vulnerability and insecurity associated with needing new friends. School is definitely an 
important time for children to start, exercise and build independent social relationships. 
However, for some children, this process is more problematic than for others. For children, 
such as Ita, being lonely, or feeling left out, is an emotionally painful experience. Thus, the 
more social aspects of school, both positive and negative, were of great concern. Feeling 
lonely, left out and isolated inhibit any chance of inclusion. Therefore, the school has a 
crucial role in setting up a learning environment for children to grow positive social 
relationships, and this should involve the whole school community including peers and 
families.  
 
4.3.7 Labelling.  
The school’s designation as a school providing inclusive education was signified by the 
use of labels in physical and non-physical parts of the educational setting.  Evidence collected 
showed that ‘inclusion’ as a label was used on the school signage (see Figure 4.29 - inclusion 
school), on a door sign to name a special room (see Figure 4.30 - inclusion room), and to 
identify students with disabilities (inclusion child), special need teachers (inclusion teacher), 
and a group of parents of children with special needs (inclusion parent).   
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Figure 4.29. Labelling. The school signage: Inclusion School.  
 
 
Figure 4.30. Labelling. Inclusion Room: Inclusion room from outside.  
(Tuti, Year 4 student).  
 
During the photo sessions, most of the students took the same picture of the school 
signage showing the title of “inclusion school” and the door sign showing the room as 
“inclusion room”. The two signs were clearly the most physical and visual identifiers of the 
school as an “inclusion school”. The students also went inside the inclusion room and took 
photos that characterise the room, such as “Resource Room” (Figure 4.31) and (Figure 4.32) 
Learning Difficulties.  
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Figure 4.31. Inside the inclusion room: Resource room  
(Nantya, Year 1 student with disability) 
 
 
 
Figure 4.32. Inside the inclusion room: Poster of learning difficulties  
(Lanang, Year 4 student with disability) 
 
Discussion about the inclusion room emerged in all of the focus group interviews.  The 
following conversations were recorded when discussing the photos of the inclusion room:  
 
Year 1 (4 students) 
Researcher: What is this room? 
Wati: Inclusion room 
Researcher: What is this inclusion room for? 
All: Studying!!!  
Researcher: Studying… Who studies here? 
Reno: Bayu (Year 2) 
Adi: Me…me…me… I know! This is for students to study! 
Researcher: For students to study… Do you mean for all students? 
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Adi: Yes, they can. Everyone can come here. 
 
Year 4 (4 students) 
Researcher: What is inclusion room? (Asking to the whole group) 
Ita: (Replying quickly) I don’t know. Ms Luna never told me what this 
room is, but I often go here. 
Setyo: I don’t know either. I never come here. 
Researcher: Do you know who comes here? 
Setyo: Mugi, Ita, and Dina 
 
The Year 1 interview provided evidence that the room was open to anyone to study.  
The children’s responses indicate that Year 1 students perceived the room as inclusive of all 
students.  The researcher relates this evidence to her daily observation in Year 1 classroom 
where the researcher found that students saw other students less by label.  The Year 1 teacher 
reported that children diagnosed with a disability in her class mostly had a physical disability 
and had ‘good intelligence’ therefore were not withdrawn to the room.  The fact that students 
in Year 1 did not observe any of their peers being withdrawn to the inclusion room led to 
their perspective of the inclusion room as inclusive of all students.  The Year 4 focus group, 
on the other hand, provided an example of how students were identified by attendance of the 
room, yet no specific connotation about what this meant was evidenced.  It was observed that 
in the higher grades the identification became stronger and that this may be a result of the 
greater academic demands that students with disabilities face and the consequent greater 
demands on the teacher, necessitating withdrawal to the inclusion room more frequently. 
The label of “inclusion child”, particularly, strongly differentiated students with 
disabilities from ‘regular’ students at the school.  It was also observed that the ‘regular’ 
students constantly used the label “inclusion child” to refer to their peers with disabilities.  
On the other hand, the researcher did not find the students with disabilities called their peers 
without disabilities a specific label other than using their given name.  One student expressed 
her feelings of being called “inclusion child” and shared that her peers isolated her as a result 
of the categorisation of her being an “inclusion child”.   
 
I don’t know why I am being chosen as inclusion child. They didn’t tell me if I am 
smart or dumb. In SDP (previous school) they don’t have inclusion. I am scared (here). 
Why am I chosen as inclusion? Inclusion…what does that stand for? Why am I being 
chosen as inclusion child? Ms Luna put a schedule in this room (inclusion room). 
Monday---list of names, Tuesday---list of names….Wed ---Thurs---Friday---
consultation---, etc. No one explained it to me. This was a garage then became the 
inclusion room. I don’t know… They said inclusion is…. studying, special need. The 
children mock me “Inclusion, inclusion”. It is very sad being an inclusion child. Every 
time I go to this room they will mock “Inclusion, inclusion”.  (Ita, Year 3 student with  
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disability, 11 yrs,) 
 
 
Figure 4.33. Inclusion Room: Weekly schedule.  
A weekly schedule attached to the wall inside the inclusion room with names of students with 
disabilities to have pull out sessions. (Ita, Year 3 student with disability, 11 yrs,) 
 
The children’s photographs and explanations illustrated that using the term inclusion as 
a label was a strong practice in the school.  The labelling practice, of inclusion children 
particularly, generated negative perceptions and feelings of ‘regular’ students towards 
students with disabilities. 
 
4.3.8 Unhealthy food.  The students’ responses to the guiding question to explore 
aspects that showed inclusion in their school went beyond matters of physical, learning, and 
social environment.  Healthy food was one of the popular topics discussed during the focus 
groups.  Many of the students captured a photo of instant noodles sold in the school canteen 
as shown in Figure 4.35 and in one student’s drawing shown in Figure 4.34.  The school had 
a small canteen selling various foods, with instant noodles as the most popular item.  Ideas of 
healthier food such as bread and rice emerged when the students in Year 4 group talked about 
this issue.  
Nala: The school canteen … hmm … I think it’s good…well actually I’m 
not sure 
Lanang: The food is delicious. Instant noodle is yummy. 
Tuti: The food is rather clean and healthy, but some are not healthy, like 
instant noodle is not healthy. They should not sell it. 
Lanang: I want to have bread. 
Tuti: They don’t sell bread. 
Nala: They should sell rice, so that we will feel full. 
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Figure 4.34. Unhealthy food: Instant noodle.  
Written description: I like to buy food. They sell instant noodle outside my classroom. 
(Lanang, Year 4 student with disability)  
 
 
Figure 4.35. Unhealthy Food: Instant noodle.  
(Nantya, Year 2 student with disability) 
 
The Year 3 students also gave their opinions on this matter when they had the focus group 
and came across a photo of Mugi eating instant noodle during recess. 
 
Ita:   It’s Mugi eating instant noodle. 
Researcher:  What do you think of eating instant noodle?  
Ita:   Not healthy. Preservatives. 
Setyo:   Stomach. It can cause stomach ache. 
 
The students in this school suggested one factor for developing inclusivity in the school 
by identifying unhealthy food and advising changes for the school canteen.  Listening to their 
concerns and taking on their ideas regarding providing healthier food would not only enhance 
students’ participation but also contribute to the holistic well-being of all students. 
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In this section, the students provided their voice on inclusion. The students in this 
school did not undertake a student led inquiry since the whole process at this school, 
especially the process of the researcher led inquiry, took a longer time than it was planned 
and the researcher had to start the next fieldwork at the second school. As this school was the 
first site, the researcher needed time to understand the environment, to know the student 
participants and to conduct an inquiry involving children. As this study is research with 
children, the researcher then shared the data with the students as well as with the school staff.  
 
4.4 Making sense of the evidence: Sharing data with students and teachers 
4.4.1 Sharing results with the students.  A meeting was arranged with the student 
participants where the researcher came back to the school to share the general results on the 
students’ voice. During the meeting, the researcher also checked with the students if there 
were updates to the previous conditions; and if there were, what factors influenced these 
changes.  As two guiding questions were used in the phase of Enabling Voice to Emerge both 
in drawing and photo, in this additional phase the students were also asked to report based on 
two broad themes, namely Happy and Unhappy experiences. 
 
4.4.1.1 Isolation, bullying, labelling.  The children reported that unhappy experiences 
in this period involved similar themes to the previous report, such as: (1) isolation (i.e., it is 
hard to have friends), (2) bullying (i.e., being mocked by peers who call out their parents’ 
name), and (3) labelling (i.e., being called “inclusion”).  The issue of the inclusion label, 
particularly, reminded me of an incident that took place prior to the focus group, and helped 
clarify further the students’ understanding of “inclusion child”.  The researcher started with a 
general question about the meaning of “inclusion school”: 
 
Researcher:  What does inclusion school means to you?  
Ita:  I don't know 
Researcher:  When I asked you to call Setyo to join us you replied, "But Setyo is 
not inclusion. Why did you say that?" 
Ita:  Because he is smart 
Researcher:  What does inclusion child mean to you? 
Ita:  Cannot do math, cannot count.  
 
This student understands “inclusion child” as people who are identified as having 
characteristics such as being less smart and experiencing difficulties in learning.  In addition, 
she perceived her peers with higher capabilities as ‘not inclusion’.  This account 
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demonstrates that engaging with student voice can provide a useful insight as to what is 
happening in schools, in this instance the student’s reference to inclusion as pertaining to 
deficit qualities.  
 
4.4.1.2 Year promotion.  For three students in the group, this year was a happy year for 
them as they eventually moved up to the next year level after being retained for one to three 
years either by their previous school or by this school.  Mugi and Ita, students with 
intellectual disability, who had been retained for one year in each of Year 1, 2, 3 moved up to 
Year 4; and Restu who had been retained for three years in Year 1 eventually moved up to 
Year 2.  They expressed their feelings: 
 
Researcher:  Do you remember you drew pictures of your hopes to move to the 
next grade? 
Mugi:  Happy! 
Restu:  It's nice. I can learn. I like it. I have more friends. 
 
4.4.1.3 Learning support.  Nevertheless, moving up to the next grade surfaced as a 
problem for the students, as they were unable to access the work at the level expected and 
needed support in learning.  
 
Mmmm...the lessons are so… difficult. I need the special education teacher to help me. 
I do not receive any help from the teacher. I do math myself. I hope the children are 
given easy lessons. Math is so difficult. No one is helping.  (Ita, Year 4 student with 
disability, 12 yrs) 
 
During a class observation in Year 2 in this additional phase, I saw Restu, a student 
with intellectual disability, who was retained in Year 1 for three years before being promoted 
to Year 2, sat at the very back working on a math lesson and kept looking on his pencil case 
with timetables on it.  The teacher, sitting at her desk, was reading aloud multiplication 
problems.  The students had to submit the tasks at the end of the lesson and the teacher gave 
final scores on their work.  Restu who apparently could not work on his own decided to use 
his pencil case to find the answers.  During an interview with Restu, I clarified what I saw in 
the classroom: 
Researcher:  Why did you keep looking at your pencil case?  
Restu:  Cheating 
Researcher:  Why did you cheat? 
Restu:  Difficult 
Researcher:  Did anyone help you at all?  
Restu:  [Shaking his head] 
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Researcher:  You worked on your own? 
Restu:  [Nodding his head] 
Researcher:  What do you really want? What do you hope? 
Restu:  Addition 
Researcher:  I understand. It was multiplication, right? If it is difficult, what do you 
hope to happen? 
 Restu:  Someone to teach me. 
 
The students’ voice, seeking learning support to help them working on tasks with the 
same level as the other students, highlights the problematic nature of having to fit the 
learning environment. The students’ report indicates that the disabling factors are actually the 
learning system, the central conception held by the teacher and the teacher behaviour.  The 
social model of disability confirms this disabling factor within the environment rather than 
within the students themselves.  
 
4.4.2 Sharing results with the school staff and parents.  The school principal 
arranged a meeting for me to present the general results to the school principal, teachers and 
parents.  Later I learnt that the principal invited not only teachers and parents of students with 
disabilities of the school, but also a member of staff from the Education Department with the 
purpose of providing information on the updated condition of the school.  The staff member 
was a school supervisor responsible for monitoring schools in the area.   
The researcher presented the results as part of a PowerPoint presentation, followed by a 
recorded discussion.  The responses during the discussion covered various topics such as the 
label of inclusion as applied to both the school and students with disabilities, and the issue of 
year retention.  The school staff realised the damaging effects that the inclusion label brought 
to the students, especially on their emotions and self-esteem.  The teachers also discussed 
removing the labels of inclusion such as ABK and “inclusion child”, although the label of 
“inclusion school” was perceived as the responsibility of the education department to give a 
formal response or action.  
 
This is the fact. Children in this school, the words from the children are true. We are as 
humans, as educators, sometimes when we are tired, we are uncontrolled. With this, 
we, I, have to be more patient. Nonetheless, it is the soul, children's souls we are talking 
about. And then the title of inclusion child is very hurtful; inclusion teacher [her voice 
was shaking] makes me very angry. I am angry with the other principals because my 
teachers are seen as low. The other principals see inclusion schools as low.  (A 
statement from the school principal) 
 
In regard to the term of inclusion, you presented before there were two children being 
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interviewed. One of them said, “I am fine being called an inclusion child”, but in fact 
the child showed disappointment in his facial expression. Meanwhile, perhaps a theory 
says, we educate children so that they can understand themselves in order to accept 
themselves, “What am I really like?” But if we connect it with the name calling ABK, it 
feels, after hearing your presentation, including what the principal has just said, we 
should try not to do that. And then our school...our school has been recognised as an 
inclusion school. I mean, how about the term inclusion that has already been attached to 
us. Meanwhile, I agree with you that, what is it..., children are burdened with the term 
ABK and inclusion that lowering...what is it..., their soul, their self-esteem.  (A 
response from a senior male teacher Mr A) 
 
There are three things that I need to say, first is regarding children's self-esteem, 
because there is a difference between inclusion and regular [children]. This is not 
blaming government because it is already in the program. However, in the field there 
are many barriers, including children who feel low, being seen as dumb or having low 
self-esteem compare to their peers who are better or more intelligent. So you said 
before that schools abroad they are all inclusive and they do not have inclusion school 
title, so if this is implemented in Indonesia this will lessen the feeling of low self-
esteem, so that it will not result in social problems. Because on the very basic idea, 
government is providing inclusive education in which all children have the same rights. 
So what will be the follow up action from the government with a report like this?  (A 
response from a senior male teacher Mr B) 
 
The school staff’s responses indicated that they realised the impact of the label of 
inclusion either on the school’s image, teachers’ image and students’ well-being.  They 
suggested changes in teachers’ behaviour to be more “patient” which suggests the teachers 
not get angry so easily and not use the label of inclusion that is seen as “hurtful”, 
“burdensome” and “lowering”.  In addition, in recognising the rights of children, one of the 
teachers suggested the government remove the category of inclusive school remembering 
what inclusive education is about. 
Another important discussion was around year retention. This issue was seen as 
difficult to alter and if reformed then the teachers would need further guidance and support in 
designing flexible learning activities and assessments to respond to students’ diverse learning 
needs, as reported by the teachers: 
 
Maybe this is only to clarify that one of the concepts in inclusive education is there are 
openness, equality, about point number 5 for example, we know that they have desires, 
for example: they want year promotion. How is year retention and promotion being 
applied in inclusion school? I have asked an inclusion school before and they said they 
don't have year retention. So what is it in the concept of retention and promotion in 
inclusion school? For example in inclusion school, say there is a regular child and there 
is an inclusion child, is the guidance for assessment different? Do they have a different 
report? For example,  the inclusion child can proceed without retention, is it the same 
case with regular children?  (A response from a junior female teacher) 
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I have a student in Year 5 who cannot read and write. Even does not know letters, 
easily forgets things. We, as teachers, do we have to promote him to Year 6? In reality 
the child does not recognise letters. So if there is a regulation that inclusion has to be 
promoted, how? If promoted, poor him, in Year 6 it will be hard. Let’s say the child is 
unable to lift a cup of water, how he would be expected to lift a bucket of water? Even 
in Year 5 he is not capable.  (A response from a senior female teacher) 
 
These examples illustrate teachers’ perception of inclusion and that their understanding 
of inclusion has an impact on how they perceive and treat diversity.  The teachers view 
inclusion as the presence of students with disabilities in their classroom and yet they expect 
that students in their class should have the skills and knowledge to access curriculum 
requirements.  The junior teacher, however, showed more openness to the principle that all 
students should have access to the same age class while signalling a need for training and 
support.  On the other hand, the senior female teacher showed a more negative attitude by 
expressing her low expectation towards the students and locating the deficit within the 
students. 
However, the general descriptions show that the school staff were prepared not only to 
listen but also to respond and realise the student voice.  Nevertheless, much support is needed 
to help the teachers change from the rigid teaching and learning approach observed and 
reported to a more flexible approach.  More importantly, the change in learning approach will 
entail first a change in teachers’ understanding of what inclusive education really means.  
And the student voice are a valuable reference for the teachers to further examine and reflect 
on their understanding. 
Unfortunately, the parents who attended the meeting did not give their opinions during 
the discussion session, thus no parents’ perspectives on the student voice was obtained.  This 
may represent the power imbalance of parents of students with disabilities that makes them 
feel uncomfortable to have a say in front of school staff and the department of education 
staff.  
 
4.5 Conclusion 
The data in this school case show that the designation of some schools as SPIEs is 
translated by other mainstream schools as having the privilege of not being inclusive. This 
view of ‘non SPIEs’ creates distortion in the distribution of difference. It generates the issue 
of being a model school that accepts all students while other schools marginalise students on 
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the basis of not meeting rigid curriculum criteria.  These external factors are impacting on the 
school’s image as a ‘rubbish’ school.  
The student voice in this school also reveals a predominant issue of marginalisation 
both at the academic level, such as year retention, and the social level, such as bullying and 
isolation. On the other hand, students also articulated some positive experiences including 
playing and studying. In addition, a unique voice for the school to provide healthy food was 
reported that provided a potential avenue for the school to enhance their inclusivity at a 
broader level. The next chapter presents the second school case study reporting a higher 
involvement of the student participants conducting their own inquiries.  
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Chapter 5:  
School Case 2 - Rajin Primary School 
 
5.1 Setting the Scene: The School Context 
The second school in this study is located in an urban village in Indonesia’s education 
city, Yogyakarta.  Historically, the school had been a mainstream school until the religion 
teacher initiated the gathering of students who had difficulties in academic skills into one 
group and teaching them separately.  When the legislation of inclusive education was 
endorsed in 2009, the school was appointed by the Education Department to be a Schools 
Providing Inclusive Education (SPIE) based on the initiative of this group.  The school 
continues their practice of having students learning in separate classes that have since become 
larger, ranging from Year 1-6.  
 
5.1.1 The physical environment.  The physical environment of the school includes a 
limited outdoor area, a small library, a sick bay, and a shared office for all school staff.  The 
school does not have a canteen, so students have to buy food from the neighbourhood shops 
or from food sellers who regularly come and open their little stalls in front of the school.  The 
school has no surrounding fence and is located in a small urban village surrounded by houses, 
which leads to the practice of the students going outside of the school boundaries to buy food 
or to play during recess.  This situation, as reported by a parent, has resulted in some 
incidents; one in which a student with autism became lost in the neighbourhood.  
 
Sometimes he suddenly goes anywhere he wants without letting people know. He never 
tells. He once disappeared from this school and got lost far away. Sometimes when I 
am at home, after finishing all house works and other jobs, I often look at the time and 
always feel worried if I should be late. Because, if I am late, he can disappear in 
seconds. It still happens now. Sometimes, I prefer to wait at school for 30 minutes than 
to lose him. But now he actually can find his way back to school if he is lost. At home 
if he is gone…he is gone, he cannot find the way back home.  The school guides the 
children to be more disciplined. He now understands that he can't go too far from the 
school. I told him, please don’t go away from school. I will be worried looking for you. 
He understands.  (An interview with a parent of student with disability) 
 
The parent’s account illustrates the school’s response to the challenge of a given 
physical environment and a student’s struggle to recognise his environment and map his way 
back to school, by encouraging his self-regulation and learning from his experience to find a 
way to return to school. This approach, which might be a result of the lack of resources to 
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build safe gateways to keep students inside the school, has made the school use those 
resources available within the student himself and within the neighbours in the local 
community to help the student to find his way back to school. 
 
5.1.2 Attitudinal change towards inclusion.  Unlike the other mainstream schools 
assigned to become a Schools Providing Inclusive Education, this school has had experience 
in having segregated programs for students with additional learning needs.  However, the 
change from mainstream school with a separate group of students with additional learning 
needs to a formal ‘inclusive’ school with regular classes and special classes has brought the 
issue of a negative attitude towards special education teachers and students with disabilities.  
The school principal discovered this attitude in the initial period of her appointment as the 
principal: 
 
Before, it was very obvious, the difference. The (regular) children said “Oh they are 
special needs.” I could see the difference. Also with (special education) teachers,there 
was like a gap between the regulars and special needs. When I started here, I said to all 
school members that this is Rajin PS, all of us is Rajin PS. If we have children with 
special needs, they are our students under one umbrella. So if there are children with 
special needs, it is not like they are a separate special school. Day after day the (regular) 
teachers  understand. My happiness is (to see) how assistant teachers and the regular 
teachers can be one. (The school principal) 
 
Two special education teachers also reported their experiences of how the ‘regular’ 
children treated them and the students with disabilities: 
 
One day a regular child was playing with a ball. The ball rolled over to me. I let it as it 
was. The child yelled at me, “Hey, monkey, help”. I entered my classroom crying that 
day. I still cried that night. I felt I was not respected. They did not treat us as a teacher. 
That was when I first started working at this school. Children here were easily saying 
rude words- 'Zoo' vocabularies. Almost every day I got those swear words. But, now, 
the situation is better.   (Special Education teacher, Special Class, Year 2) 
 
Another example reported by the Year 2 special class teacher was regarding a senior 
teacher who kept telling the children to respect whoever they meet. This senior teacher kept 
telling the ‘regular’ children that the special education teachers were also their teachers and  
this brought changes to the ‘regular’ students’ attitude as expressed by the Year 5 special 
class teacher: 
 
I think they can accept it now. But, when I first started to work here, the regular 
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children mocked, "Hey, they are idiots". But, thank God, the last three years, the 
conditions have been better. They now understand and accept the children. We 
approach and educate the regular children. Everything is from Allah. Do you want to be 
in their positions? They don't want to be like them. So stop mocking. It took a very long 
time to change. Even people in the neighbourhood often said "Crazy kids". I heard that 
a lot. They said, "A school for crazy kids" since inclusion. But, they now understand.    
(Special Education teacher, Special Class Year 5) 
 
The attitude change reported was not only in students but also in teachers.  The Year 5 
special class teacher further reported the cause of the change: 
 
Regular teachers were also similar. We were used to be being pushed away. We did 
everything by ourselves. But, now we are included. Because there has been much 
training (about inclusion) and regular teachers joined the training. New leadership has 
been good. The principal now cares about us. She treats us the same as the regular 
teachers.   (Special Education teacher, Special Class, Year 5) 
 
Based on the Year 5 special class teacher’s account, training around inclusion, and the 
leadership of the principal have brought a more positive climate for inclusion.  The positive 
climate was described as shifting students’ and regular teachers’ attitude towards special 
education teachers and students with disabilities.  However, I found that aspects of ‘regular’ 
students’ negative attitude remained as the special education teacher reported an issue around 
access and participation in relations to school facilities:   
 
Facilities are not enough. For example computer labs; they join the regulars, 
automatically the regulars win. Not enough computers. The regulars will say "Move" to 
ABK, "I go first". The classroom teacher will say "Share". But, then ABK will mostly 
just watch.   (Special Education teacher, Special Class Year 5) 
 
The Year 5 special class teacher’s report is a reflection on the ‘regular’ students’ 
negative attitudes as well as the imbalance of power in the classroom context between the 
‘regular’ students and students with disabilities.  The students without disabilities practised 
their power to access facilities and learning opportunities while marginalising their peerswith 
disabilities. In this instance, the classroom teacher did not offer an approach to ensure that all 
students would have access to computers, while the special education teacher viewed the 
problem as an issue of scarcity of resources.  
Meanwhile, a parent of a student with physical disability offered her observation 
regarding special class teachers’ attitude.  Her report extends the finding around attitudes of 
the school members of this school.  She reported that her child was excluded from school 
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excursions and her observation of the issue was rooted in the differing individual teachers’ 
attitudes towards students with disabilities. 
 
In this school, teachers are not sensitive, maybe because there are too many children, so 
less attention. Maybe each teacher is different. Previously, with Ms Tiwi, I was 
informed about Karisma's progress. But now the teacher is less communicative with 
parents. For example, every Friday they usually have a school excursion. Before, with 
Ms Tiwi, Karisma was always  involved and being pushed everywhere. But now he is 
never involved in any school excursion. Maybe no one is pushing him (wheelchair). 
The excursion is just to walk around the neighbourhood. Last Saturday they went 
walking around the village. Karisma stayed in the library, sometimes with Komariah 
who is also excluded. Karisma said, “Excursion tomorrow, I want to take  leave”. 
Leave? I replied. “Because tomorrow is an excursion.” His teacher told me that 
Karisma can stay at home since he will not join the excursion anyway. This is since 
Year 2. I don’t ask the teacher why Karisma is not included. The teacher is not 
communicating so I feel uncomfortable. With Ms Tiwi I could talk. The new teacher is 
not helpful. Karisma once joined an outbound and he tried a Flying Fox, that was with 
Ms Tiwi, he was so very happy. It was in Year 1.    (A parent of student with disability 
Year 4) 
 
5.1.3 ‘Regular’ and ‘special’ classrooms.  This school is unique in the Yogyakarta 
context in terms of having special classes at each year level inside a mainstream school. The 
two types of classes are located in a separate area.  The mainstream classes from Year 1-6 are 
located in the front building of the school, while the special classes, also from Year 1-6, are 
located in the rear building of the school.  The six mainstream classes each  cater to around 
twenty-five students with one classroom teacher, while the six special classrooms have only 
one to six students with one special education teacher.  The size of the room space of the 
mainstream classrooms follows the regulation standard determined by the Education 
Department, whereas the size of room  for the special classrooms is small and cramped. 
The school has an enrolment of 131 students who come from local neighbourhoods 
with low-income families; 30 students in the enrolment are recorded as having disabilities.  
Students with disabilities, who are considered as capable of following lessons based on the 
regular curriculum, are placed in the mainstream classes.  The mainstream classes are named 
as regular classes.  Students with disabilities who are considered not capable of following the 
lessons of regular classes are placed in the special classrooms,  also known as inclusion 
classrooms.  
 
Inclusion is children with special needs. That is what I learned from my bachelor 
degree. I only know a little though about inclusion school.  I think those children can 
be placed with regular students, or they can be in a special class but in the daily routine 
they play and communicate with the other children. If the children are capable of being 
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placed with the regulars, then I mix them. But if they are not capable then I separate 
them. (The school principal) 
 
The approach to student placement, based on observation and school staff reports, is 
also a result of the curriculum demands, such as Minimum Passing Grade, and of a teaching 
approach that employs a traditional method with minimal adjustments or accommodation to 
cater for differences.  The school has a policy of Minimum Passing Grade special standards 
for the students with disabilities that is different from Minimum Passing Grade for regular 
students, allowing the students with disabilities always able to move to a higher year level 
while the ‘regular’ students can experience retention.  The school employs six special 
education teachers and has access to a consultant provided by a public Special School which 
has been assigned by the education department to support the school.  
The provision of special classes in the school was seen to be of assistance by a parent 
who could not afford to provide their own special education teacher for their child to enrol in 
a different ‘inclusive’ school.  This parent reported; 
 
Anton first came here in Year 1. I already knew that this was an inclusion school from 
his kindergarten teacher's recommendation. Before coming here, I tried to enrol him to 
Prestasi PS, but their response was not friendly. Anton is always active, running 
around, cannot stay still. That school asked us to provide our own special education 
teacher thus it was also a reason of economy for me. Then I was recommended by his 
kindergarten teacher to come here. Teachers here are kind and welcoming.   (A parent 
of student with autism) 
 
For the parent, the special class of the school was an affordable opportunity to access 
education for her child with disabilities.  In addition, as the school has a policy of moving 
students from special to regular or vice versa, it would also be a way for her child to enter 
regular classes. 
 
5.1.4 Movement from special to regular.  Having the two types of classroom, the 
school moves students from special to regular or vice versa based on students’ academic 
competence and performance.   
 
Sometimes, children in regular, they are stuck with no progress. At home they do not 
get anything. Only at school. So when they are behind their peers, then they need 
special assistance. I put them (in special class) to receive special assistance. Later on 
when they are better, I return them back to the regular class. So when they need 
assistance, they are placed here (special class), if they no longer need assistance then 
they return (to regular class). (The school principal)  
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The parent of a student with autism also reported the movement of her child from the 
special class to regular class, as he was considered smart and capable of following the 
lessons determined in the mainstream curriculum. 
 
For children with special needs, they have separate classrooms. So he was in Year 1 
special class. Only in Year 1, and then in Year 2 he moved to the regular class. First, I 
never asked him to be placed in regular, but I always tried to communicate with the 
teacher about his progress, if he could follow the lesson. Since Year 1 sometimes he 
has joined regular. They said he could follow the lesson as the regular children. His 
achievement was not lower than the other children. Only needed extra attention to 
watch him.  In Year 2, his rank was number 2 or 3, if I am not mistaken. In Year 3, the 
classroom teacher said that he was actually smart but could not sit still.  (A parent of 
student with disability) 
 
A special education teacher supported the parent’s report on the placement and 
movement of students based on their academic performance.  The teacher commented: 
 
The special class is to make it easy for the children. Because if placed (in the regular 
class) all the time, the children can be left behind. But, if the children can follow, in 
some subjects, they are placed in regular, for example, in Religion, Sports, Scout, and 
Dance.  (Special Education teacher, Special Class Year 5) 
 
From the perspective of the Year 5 special class teacher, the practice of moving 
students from regular to special class and vice versa is important for the students so that the 
students  fit with the appropriate level of task, thus not struggling and being left behind.  This 
approach suggests that the school views schooling life as merely about academic 
achievement and children have to fit the environment. It can be argued that the movement of 
students   is to make it simpler for the teachers  to achieve academic targets than to make it 
easy for the students, as claimed by the special education teacher, since moving students 
means that teachers need not adjust taskst to accommodate the diverse needs of the students.  
 
5.1.5 The inclusion day.  The school has a program called ‘inclusion day’.  Inclusion 
day is targeted only for students with disabilities, involving those  from special classes and 
those who are placed in regular classes.  Inclusion day is also known as ‘therapy day’ since 
its main purpose is to give therapeutic activities to enhance fine and gross motoric skills.   
Children are happy during Tuesday (inclusion day). For therapy once a week. It would 
be very expensive to do therapy by inviting (a therapist). We just want to use our own 
resources. Children are happy to have active movements. In Yogjakarta we have wiru 
and ketupat. I do not expect the children to win any competition. Just being able to 
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have some skills is good, for example able to make ketupat. One day, if the children 
can make it they can sell it.  (The school principal) 
 
The principal indicated her efforts to provide support for the students with disabilities 
utilising the school’s resources. Her account also showed an expectation of the students to 
master skills useful for generating money. Inclusion day, based on observations, formed the 
identity of being ‘special’ not only by students’ involvement but also with characteristics 
attached such as the uniform the children wore for the ‘therapy day’ as recounted by a parent 
whose child was in a special class then moved to regular class: 
 
I want to know if it is still on. When in Year 1, he joined therapy, wearing blue sports 
clothing. Every Saturday. Only in Year 1 (special class). Since he moved to Year 2 and 
now in Year 3 (regular class) he no longer joins that. I am not sure if he no longer joins 
the therapy. I do not know. Because one day he said "Why am I no longer asked to 
wear that therapy uniform?"  (Interview with a parent of student with disability in the 
regular class) 
 
5.1.6 The school’s image. 
Similar to the previous school, the appointment of the school as SPIE impacted on the 
school’s reputation. The title of ‘inclusive’ means the school is seen by other schools as a 
terminus for transferring their ‘failing’ students or students with disabilities to this school, as 
reported by the principal: 
 
All schools should be inclusive, but in reality? After people know that we are an 
inclusion school, Rajin PS is like a dumping school, because children from other 
schools who are considered as incapable, or being retained, are asked to move and enrol 
in Rajin PS. We accept them. So much work with these children. Teachers here are 
incredible, very patient, very determined. Teachers here accept the children whatever 
their conditions are. Well, sometimes teachers are emotional, but when they realise that 
the children need more help then they accept it.   
 
The principal further shared another contributing factor to the school’s reputation of 
being in the bottom rank in the leader board of the National Exam. The school’s rank in the 
National Exam results triggers a mockery towards the students in the school by the wider 
school community.  
 
I feel burdened with the National Exam. Within the district, for example, our rank is 
number three from the bottom. It is a burden, because the children with special needs, I 
do not include them in the National Exam, but parents want the children to be included. 
The children are not capable. They cannot write. They cannot fill in their personal data. 
Even the regulars, most of them are actually with needs too. They have difficulties. 
Many of them cannot finish the learning material. But if they are offered to do a School 
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Exam, they will reject it. So with whatever the condition, they join the National Exam, 
the result is whatever. It is a burden. When we are ranked, we are in the bottom. Then, I 
do not want to think about achievement in intellectuality. Just for the children to be able 
to develop. (People say) children at your school, for them to be able to put their clothes 
on they have already passed (exam). We are seen as less knowledgeable. They do not 
see us. 
 
From the principal’s accounts, it is evident that the status of her school as ‘inclusive’ 
schools, paired with the high stake test demand, results in the image of the school as a 
“dumping school”, “less knowledgeable” and ‘invisible’. In recognising the negative social 
assertions about her school, however, her views of the students with disabilities also emerge 
with a similar deficit tone, such as requiring “so much work”, “not capable” and “cannot 
write”. While stating her and the school’s acceptance towards the students with disabilities, 
she subtly indicated the low expectation towards the students. 
 
5.2 Student Participants 
Five students from the regular classes (Year 3-5) and five students from the special 
classes (Year 1-4), four girls and six boys participated in this study.  One student from the 
regular class who was interested in joining this study could not participate after his mother 
decided not to give consent.  The mother attended the initial meeting where the researcher 
presented and explained information about the study to the parent group.  She later met with 
me and explained that her son was a ‘regular’ student, not an “inclusion child”.  The 
researcher explained that this project was exploring student experiences in inclusive 
education and that inclusive means involving all children. The researcher could sense that the 
mother feared if her son joined the study, it would put him in the position as “inclusion 
child”.  She decided not to give consent regardless of the explanation.  This informationis 
presented here to highlight the negativity towards students with disabilities that the researcher  
encountered in the initial stage of the fieldwork. The parent’s response represents how the 
category of “inclusion child” was perceived as negative and should be avoided by the parent 
of a ‘regular’ student. 
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Table 5.1. Student participants based on the school records 
No Name Year Gender Room Disabilities 
1 Koko 1 M ABK Intellectual Disability 
2 Raka 2 M ABK Slow Learner 
3 Anton 3 M Regular Attention Deficit 
Hyperactivity Disorder 
4 Ama 3 F Regular Slow Learner 
5 Lulu 3 M Regular Low vision 
6 Genduk 3 F Regular  
7 Komariah  4 F ABK CP, Intellectual Disability, 
Low Vision 
8 Karisma 4 M ABK CP 
9 Fani 4 F ABK Slow Learner 
10 Abi 5 M Regular  
*ABK=Anak Berkebutuhan Khusus=Children With Special Needs 
 
The school principal reported that the school mainly enrolled students with disabilities 
who already have assessment reports or diagnoses.  Parents of students with disabilities who 
want to enrol in the school usually have assessment reports obtained from a child 
development clinic at the main public hospital.  There were cases where teachers perceived or 
indicated that a child in their classrooms experienced learning difficulties or showed 
additional learning needs, and had not been assessed.  In this case, the school would suggest 
the parent arrange an assessment with a psychologist from a local health service or from the 
nearest special school that has been working with the school and become their main place of 
referral. 
 
5.3 Student Voice on Inclusion 
In this part, findings emerge from the analyses of written descriptions of the students’ 
drawings, and transcribed interviews and focus groups sessions of discussions on students’ 
drawings and photos.  The guiding questions for the students to draw were: (1) draw your 
happy experiences at school; and (2) draw your unhappy experiences at school.  The guiding 
instructions for the students to take photos were: (1) take photos of places and activities that 
make you feel happy or sad; and (2) take photos of places, things or activities in your school 
that you think show inclusion.  
 
Play. Play was recounted by students’ as the happiest experience at school. Various 
play activities were reported, including playing hopscotch, sports, and playing with 
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classmates and peers at the playground during recess.  The activities of playing at the school 
playground and social relations with friends or classmates are depicted in Figure 5.1 and 
Figure 5.2.  One student also expressed playing on the computer during computer access time 
at school as a happy experience (Figure 5.3). 
 
 
Figure 5.1. Happy experience: Playing hopscotch.  
Written description: Playing hopscotch. Very happy. (Ama, Year 3 student with a disability, 
mainstream class) 
 
 
Figure 5.2. Happy experience: Playing at the school playground.  
Written description: When playing with Jessica and Linda at the playground. (Genduk, Year 
3 student, mainstream class) 
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Figure 5.3. Happy experience: Playing computer.  
Written description: Playing computer is really fun. (Anton, Year 3 student with disability, 
mainstream class) 
 
The students’ accounts in the study show that school is not only a setting for learning, 
but it is also a space for other activities.  School is an environment for play and social 
relations, and school recess or breaks are an important part of making social relations.  Only 
the students from the mainstream class provided drawings about their play experiences at 
school picturing their friends who were also from the mainstream class.  However, there were 
two drawings provided by students from the “inclusion class” of their happy experiences 
playing whilst attending a school excursion with a classmate, as illustrated in Figure 5.4 and 
Figure 5.5.  
 
 
Figure 5.4. Happy experience: Playing during school excursion.  
Written description: It is fun. (Koko, Year 1 student with disability, special class) 
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Figure 5.5. Happy experience: Flying fox during a school excursion.  
A recalled experience of a student with disability when he was in Year 1 (Karisma, Year 4 
student with disability, special class).   
 
Social relations and friendship were mentioned further by the students from the 
‘inclusion’ classrooms within the theme of friendship.  
 
5.3.1 Friendship.  The students expressed friendship as one of the happy experiences at 
school.  However, it was observed that the students from the special classes mainly spent 
their playtime with peers from the special classes.  The students from the special classes 
expressed their wishes to have a friend or more friends.  The students with disabilities wanted 
to have a friend or more friends from the regular classes as they do not have friends or only 
had a few friends from the special classrooms.  This can be seen in the comparison of Figure 
5.6 where a student in the regular class drew many friends surrounding her, while in Figure 
5.7 a student in the special class drew himself alone standing next to a building. . 
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Figure 5.6. Happy experience: Friendship.  
Written description: (names of friend). (Genduk, Year 4, regular class) 
 
 
Figure 5.7. Unhappy experience: Friendship.  
Written description: No friends. Sad. (Koko, Year 2 student with disability, special class) 
 
This is me, I feel sad because I don’t have friends. Children are naughty to me. I am  
punched. I want to have friends from the special class and regular class.  (Koko, Year 2 
student with disability, special class) 
 
It is evident from the students’ drawings that ‘regular’ classrooms offer more 
opportunities for having friends and wider social relations, while there are fewer 
opportunities in the special classes as they only have a small number of students in each 
class. A parent whose child with autism was in the Year 1 special class and then moved to 
regular class also reported the regular class as an opportunity for friendship.  The child 
referred to the special class as “rear”, and the regular class as “front” and his voice was 
captured in the parent’s description: 
 
He likes to be in the regular class. He used to be in the rear class, there were only two 
students, with Lutfi. Only two students in one class, so he asked “Why am I not with 
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those many children? It is so quiet here only with Lutfi. If Lutfi is absent I am all 
alone.” So he said “I like the front class better than the rear class”. Those were his own 
terms.  “In the rear class I don’t have friends, the front classes have many friends, the 
regulars.” He also knew that the rear one was inclusion and the front one was regular, 
he knew that.  But I said to him “You stay here for Year 1 so that you learn how to 
control your anger and you still like to run around.” And then he replied, “So if I can sit 
still and not go out from the  classroom I can move there? To the classroom with many 
friends?” “Yes”, I said. “But you cannot disrupt them.”  (Interview with a parent of 
student with autism, Year 3 regular class) 
 
Meanwhile, a student from the special class showed her appreciation towards the 
friendship she experienced with a ‘regular’ student in her drawing (Figure 5.8).  The student 
with disability was regularly integrated into a mainstream class for subjects that she was 
considered capable of following. 
 
 
Figure 5.8. Happy experience: Friendship.  
No written description. (Komariah, 13 years, a student with disability, special class) 
 
This is me and my friend Tony (from regular class). We are good friends. He always 
helps me (whenever I join the regular class) if I need help. He is a bit stubborn, but he 
is kind to me.  (Komariah, 13 years, Year 5 student with disability, special class) 
 
The above quotations demonstrate that working and playing with all children and 
becoming part of a classroom is important to learning.  In this case, the students in the special 
classes were hoping to have friends from or become part of a bigger classroom (i.e., ‘regular’ 
classroom), where the opportunity to have more peers was perceived.  
While the students in the special classes hope to have friends from the regular classes, a 
student from a regular class reported that he looked for friendship with students in the special 
classes and that he had a reason for his preference.  Abi who spent Year 2 and Year 3 in a 
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regular class, moved to a special class in Year 4 and returned back to a regular class in Year 
5, but continued to visit the special classes during recess time as he felt that children in the 
special classes were nicer.  He expressed that special class was a happy memory (Figure 5.9). 
 
 
Figure 5.9. Happy experience: Memory.  
Written description: Happy memory when in special class. (Abi, Year 5 student, regular 
class) 
 
I come every day to special class. My friend Af and Ri play funny things. What I like 
from regular class, I like the lessons. What I don’t like from regular class, the children 
are naughty, they talk dirty, like to hit and kick.  (Abi, Year 5 student, regular class) 
 
Abi’s view shows that for a student who has the experience of moving back and forth 
between ‘regular’ and ‘special’ classes, he values his opportunity in the ‘regular’ class for  
academic matters, while forsocial matters he turned to peers who had nice behaviour in the 
‘special’ class.  
While other students with disabilities expressed their hopes to have friends from the 
regular classes, Karisma, a student with cerebral palsy   from the special class appreciated his 
small circle of friends in the special class.  He drew how he spent recess times with his only 
two friends from the same class, portrayed in Figure 5.10.  This scene he drew the researcher 
also observed almost every day during recess time where he sat under a tree with Fani, a 
student with visual impairment, and with Zaki, a student with autism, who usually helped 
Karisma by pushing his wheelchair.  Karisma shared his concern with me that Zaki was 
going to move to a different school.  He was worried that he would be lonely and that he 
would not have a friend to help him push his wheelchair.  After Zaki had left the school, the 
researcher observed that Fani offered a stronger friendship and took Zaki’s position to push 
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Karisma everywhere he needed.  Fani became ‘Karisma’s feet and hands’ as she helped him 
buy food from the food seller outside the school during recess.  Buying food was often 
inaccessible for Karisma with barriers in the environment such as uneven surfaces and many 
children overcrowding the food sellers.  
 
 
Figure 5.10. Happy experience: Spending time during recess.  
Written description: This is me and my two friends Fani and Zaki. I am sitting under the big 
tree. I feel so very happy. (Karisma, Year 4 student with disability, special class) 
 
5.3.2 Movement from special to regular.  The school has a practice of moving 
their students from the special class to the regular class or vice versa.  The decision to move 
students from regular classes to special classes is based on academic achievement in which 
students are considered as unable to follow the lessons. A similar approach is taken to move 
students from the special classes to the regular classes if the students are considered capable 
of following the lessons in the regular classes. This practice impacts student’ emotions as 
described in the drawings (Figure 5.11), and the interviews with the student with disabilities 
who had experienced being transferred from the special classes to the regular classes.  The 
students and their peers viewed this experience as a happy experience, with reasons 
expressed such as; more chances to learn, being smarter, studying harder, a bigger classroom 
and opportunities to have more friends.  
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Figure 5.11. Happy experience: Moving to regular class.  
Written description: Happy when moved to regular. (Abi, Year 5 student, regular class) 
 
I was happy to be moved to the regular class. I was moved to the regular class because I 
could do the lessons.   (Abi, Year 5 student, mainstream class) 
 
Using Abi’s term of “could do the lessons” means that the student’s competence level 
meets the requirement of a particular year level which they are assigned to.  Similar with Abi, 
Karisma, a student with cerebral palsy experienced being in the regular class when he was in 
Year 3 and then moved to Year 4 special class. Karisma had mixed feeling about the school’s 
plan to move him from the special class back to the regular class.  He expressed his concerns 
over lessons and environmental changes.  He was worried that the lessons in the regular class 
would be difficult.  He was also concerned about safety around the regular classrooms, 
triggered by his experience of falling from his wheelchair and crying for help to his teacher 
(Figure 5.12). 
 
I feel happy that I will be moved to the regular class. I was in regular class in Year 3. A 
student from Year 1 called me ‘cripple’. If it happens again, it is ok. They are only little 
children who don’t understand what they are saying. I am worried I will fall. There are 
many unlevelled stages near the regular classes. There should be a way for a 
wheelchair. I am also worried that the lesson will be harder than in special class.  
(Karisma, Year 4 student with disability, Special Class) 
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Figure 5.12. Unhappy experience: Falling from wheelchair.  
Written description: Mr Eko, help! (Karisma, Year 4 student with disability, special class) 
 
As described in Karisma’s voice, during the fieldwork period the researcher also 
observed there was an issue around physical environments that Karisma was having 
difficulties negotiating.  The researcher then saw a new cement ramp had been created  on the 
way into the Year 4 special classroom and into the school library to help Karisma get in and 
out in his wheelchair safely and easily.  When the researcher asked him what he thought 
about it, Karisma responded, “I am happy, but we need more. They should also have it in 
Year 4 regular. It should be everywhere.”   
Karisma’s movement to regular class did not only have an effect on himself but also on 
his best friend in the special class, Fani.  There were only three children in the class.  When 
Fani knew that Karisma was going to be moved to the regular class, and realising that she 
would lose her only friend in the special class, she still showed her support although  she 
expressed her subtle hope that he would come back to the special class if he did not like the 
regular class. 
 
I am glad that Karisma will be moved to the regular class. He will have more friends 
and get help from many people. But, it is his right if he doesn’t like the regular class,he 
can come back to this special class if he wants. I hope children in the regular class 
accept him as he is. He is a smart boy.  (Fani, Year 4 student with disability, special 
class)  
 
5.3.3 Bullying.  In response to the question about unhappy experiences at school, a 
theme of bullying was found in the students’ accounts.  Only the students with disabilities 
placed in the regular classes reported some bullying experiences, as depicted in Figure 5.13, 
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with an expression that peers are “naughty”, and Figure 5.14 depicting an experience of 
physical bullying, such as being punched.  
 
 
Figure 5.13. Unhappy experience: Bullying.  
Written description: Sad because friends are naughty. Sad. (Ama, Year 3 student with a 
disability, regular class) 
 
 
 
Figure 5.14. Unhappy experience: Bullying.  
Written description: I don't like Raja because I was punched. (Lulu, Year 3 student with 
disability, regular class) 
 
Additionally, verbal bullying was found in an interview excerpt with a parent of a 
student with autism.  The parent reported that her child was called out as “crazy”. The student 
voiced his disagreement towards the way his peers treating him to his parent, 
 
He asked me once, “Why am I called a crazy person? I am not crazy.” It happened 
recently , I think. Maybe his friends were just kidding, but he did not like it. I know 
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sometimes he talks to himself. Sometimes he suddenly laughs. So I told him to stop 
talking to himself. He replied, “I am talking to myself, it does not mean I am crazy. I 
am talking to myself about things that I have read. I read something, I remembered, and 
I said it out loud.”  (Interview with a parent of student with autism) 
 
The parent’s description reflects what counts as normal and abnormal from the view of 
the children in the school.  The ‘different’ behaviour such as talking to oneself was seen as an 
abnormal behaviour or crazy, while the student himself perceived his behaviour as rather 
knowledge processing and he rejected the idea of abnormality or being called acrazy person 
by others. 
 
5.3.4 Disengagement.  Some of the students reported unhappy experiences of 
disengagement from learning or avoiding certain subjects.  This is a result of perceiving the 
subject as being difficult as pictured in Figure 5.15, or teachers treating them unkindly as 
depicted in Figure 5.16.  
 
 
Figure 5.15. Unhappy experience: Math.  
Written description: When learning division. It is so hard. (Genduk, Year 4, regular class) 
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Figure 5.16. Unhappy experience: Religion.  
Written description: Religion. (Lulu, Year 3 student with disability, regular class) 
 
 
I don't like my religion teacher because I am yelled at.  (Lutfi, Year 4, regular class) 
 
The cause of disengagement was various, including Genduk’s account about a subject 
and Lutfi’s relations with a teacher.  Moreover, disengagement was also reported as a result 
of learning strategies in the classroom, e.g., writing, which in the context might mean 
copying into book.  A report from a parent of a student with autism supported the student 
voice of disengagement describing the learning approach in the classroom as boring and not 
meaningful to the ability of the student.  
 
Sometimes when I pick him up at school, I peek through the class window. I want to 
know what is he doing. He sits at the very back. I often see he is not writing while his 
friends are busy writing. He is talking to himself.  I asked him, “Why you did not 
write? I saw your friends were writing”. He said “I am bored if I have to write all the 
time”. I asked him, “If you don’t write, how can you have a good grade?” He replied “I 
already understand the lesson. Why do I have to write all the time? It is really boring”. 
“My dear boy, you cannot do that”, I said. “Later in Year 4, Year 5 and Year 6 there 
will be more writing. Therefore in Year 3 you need to write, so in the next Year you are 
not left behind”. That’s what I told him so that he would do the writing tasks. But he is 
stubborn. “I don’t like that I have to write all the time”.   (An interview with a parent of 
student with disability Year 3) 
 
5.3.5 Identity.  A significant theme to emerge from this study was self-identity; of 
being special and regular.  Labels of disability and inclusion are used for many purposes in 
the school.  Examples of the labels applied to people are to call students with disabilities 
(e.g., “inclusion child” or “ABK” or “special”), to call special education teachers (e.g., 
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“inclusion teacher”), and to call a group of parents of children with special needs (e.g., 
“inclusion parents”).  The labels are also used to mark the school’s name in that it is inclusive 
school (e.g., Rajin Primary School-inclusion school) and to name a weekly program of group 
therapy (e.g., “inclusion day”). The students with disabilities expressed their opinions on the 
name calling of ABK: 
 
It does not matter they call us ABK, it’s only a name. The fact is that we do have 
special needs.   (Karisma, Year 4 student with disability, special class) 
 
It is fine. It is the reality, no need to be sad. It’s only to differentiate. I personally want 
them not to do that, but maybe if they don’t use it they will get us all mixed up.  (Fani, 
Year 5 student with disability, special class) 
 
Both students stated their understanding of being called ABK and accepted the fact or 
reality that they have special needs and are different from the rest of the ‘regular’ students, 
although they actually hoped for people not to do the name-calling.  The second student also 
stated, putting herself in the position as teacher, that the name-calling was needed so teachers 
would not be confused in identifying students with and without disabilities. This indicates the 
severity of the division between special and regular, and that it is other’s problem of 
responding to diversity.  
It is shown from these findings that the students from the special classes had developed 
self-identity that they do have special needs, of being known as ABK, and were attached to 
characteristics and perceptions such as having a low ability, with qualities such as cannot do 
what the regular children learn. In contrast, students in the mainstream class were seen as 
having higher status with qualities such as smart, clever, can do things, and popular.  The 
image and status of ‘regular’ students appeared in photo elicitation as illustrated in Figure 
5.17 and Figure 5.18.  
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Figure 5.17. Learning geometry in Year 5 regular class 
 
I like this picture because children are learning, cutting geometry shapes. Regular 
children have to be smart and study diligently. Regular children can learn things being 
learnt by inclusion children quickly. Children in special class cannot do what children 
in regular class learn, it’s just too difficult for them.  (Abi, Year 5 student, regular class) 
 
 
Figure 5.18. Inclusion Day 
 
This photo shows ball play during therapy session (inclusion day). Students from 
regular classes don’t need to play because they have so many subjects to learn to be 
clever.   (Raka, Year 2 student with a disability, special class) 
 
It was also observed that students and teachers from the regular classrooms constantly 
used the labels (i.e., “special”, “ABK” and “regular”) to differentiate students with 
disabilities from the ‘regular’ students in classrooms, in school events such as assembly, and 
during recess time.  The label of ABK is associated with a very negative image as shown in 
Figure 5.19 and its conversation.  This instance happened during an observation at recess 
when some special education teachers took out flattened balls to be pumped up.  They needed 
 159 
the balls to be ready to be used for inclusion day the next day.  This activity attracted some 
regular students who approached to observe and then were asked to help to pump up the 
balls.  A male ‘regular’ teacher who was also at the area exchanged conversation with one of 
the regular students.  
 
 
Figure 5.19. Pumping up the balls.  
 
Child:  How come we don’t get to play with these big balls? This looks fun! 
Teacher:  Do you want to become ABK? 
Child:  No.  
(Observational notes) 
 
Based on observations, naming and labelling were so often practised in the school that 
a student adopted the practice to name his friends.  During an observation in Year 1 special 
class, which had five students, one of the students asked me a question when the classroom 
teacher left me in the class:  
 
Student:       What are you doing here? 
Researcher:  I just want to sit and learn with you today. 
Student:  (as he was pointing to his friends one by one) Let me introduce you to 
my friends. This one cannot do Math, this one cannot read, this one 
writes with her left hand, this one likes to steal. 
 
 160 
The student’s comment indicated that children do observe the competency of their 
peers.  They also listen to and adopt teacher’s everyday words, which, in this case, focused 
on the students’ deficit.  The student used his knowledge and the learned words to describe 
differences in his peers and later shape the self-identity of the students with disabilities in the 
school. 
5.3.5 Participation.  Access to curriculum and opportunities to participate in school 
level activities are also shown to be an issue rooted in the division of being ‘special’ and 
‘regular’. The findings suggested that the students in special classes wished to be part of the 
school through participation in school activities and events on the same basis as students in 
the regular classes. One occasion that is seen as high-status is the school assembly. The 
school assembly is conducted every Monday, and the selection of students on duty signifies a 
student’s status. This student status can be seen in the photos taken by the students with 
disabilities and their accounts in Figure 5.20 and Figure 5.21.  
 
 
Figure 5.20. The school assembly 
 
This is school assembly, all children are giving salutation to the flag. I wish I could be 
the student holding Pancasila who stands next to the assembly leader.  (Karisma, Year 
4 student with disability, special class) 
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Figure 5.21. The assembly leader 
 
This is Dp (a student from regular class). He has always been the assembly leader. 
Never been replaced. He is the most popular student. There is Ri too. The two boys 
have never been replaced. They are from regular class. They are smart.  (Komariah, 
Year 5 student with disability, special class and Karisma, Year 4 student with disability, 
special class) 
 
Karisma, a student who has cerebral palsy and uses a wheelchair for mobility, 
commented on the photo in Figure 5.20 and expressed his hope that one day he will be 
chosen as a student on duty standing next to the assembly leader.  Meanwhile, Komariah 
provided her observation that a student had been given an advantage as he was continuously 
chosen as the assembly leader and this put him in the position as the most popular student.  
Unfairness was also present in the perception of allocation of the student on duty for the 
school assembly, which was seen to go to the same people each time.  The ‘inclusion’ 
students thought that those selected were given an advantage if they were regular and smart, 
thus increasing their propensity to achieve at school.  
Exclusionary pressures to participate in regular lessons instigated by physical disability 
were reported by two students and one parent.  In regard to sports, two students with physical 
disabilities (i.e., a student with low vision and a student using a wheelchair for mobility) 
expressed their concerns that they wished to join kasti (local baseball) and soccer.  These 
games were often played during physical education; however, the sports lessons had no 
accommodation to fit their physical conditions.  
 
I want to join kasti, I can hit the ball, but I can’t run.   (Karisma, Year 5 student with 
disability, special class).  
 
I want to play soccer but I can’t see the ball.  (Lulu, Year 3 student with disability, 
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regular class) 
 
The student voice above demonstrated that what mattered most to the students was 
being involved in the school community and a desire to be included in learning activities with 
their peers.  
Interestingly, the students from regular classes also considered experiencing activities 
targeted only for students in special classes such as the “inclusion day” as beneficial.  
Inclusion day is a common practice by ‘inclusive’ public schools in Yogyakarta to have 
weekly ‘group therapy’ where students with disabilities gather and do some sports play or 
gymnastics.  The regular students viewed this experience as having so much fun and healthy 
and that they wished to join the activity. The benefits of inclusion day being the privilege of 
students with disabilities suggest an exclusionary practice within the ‘inclusive’ school.  
 
5.4 Student led inquiry 
Following their involvement as co-researchers conducting the inquiry into the research 
questions, the students were given a chance to carry out investigations into their own inquiry 
of inclusion.  The students had their own unique questions.  Some students decided to work 
on their own and others decided to work in pairs.  The students were free to use photos or 
other methods that they were comfortable with to collect information.  The findings from the 
students’ led inquiry provided a critical voice.  
 
5.4.1 Fani.  Fani, a Year 4 student diagnosed with a Visual Impairment and Slow 
Learner in the special class, was interested in finding out children’s understanding of 
inclusive school.  She posed her inquiry question: “What is inclusion school?”  Fani 
investigated by asking the question to nine students from both the regular classrooms and the 
special classrooms who provided their answers as below: 
1. I don’t know (Year 4 student, mainstream class) 
2. I don’t know (Year 4 student, mainstream class) 
3. School that is fun (Year 3 student, mainstream class) 
4. A beautiful school! A school that is the same as any other regular schools. Inclusion 
school is the same as regular school. No difference (Year 3 student, mainstream 
class). 
5. I don’t have an answer for that (Year 1 student, special class) 
6. Inclusion school is a school for children with special needs (Year 3 student, special 
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class). Fani responded, “Do you have a strength?” The student replied, “My strength 
is drawing.” 
7. Inclusion school is school for children with special needs and are different from other 
children (Year 4 student, special class). To this response, Fani further asked, “Do you 
think inclusion children have strengths?” The student replied, “Yes, because humans 
are created to have strengths and weaknesses. Even though they have special needs, 
they must have at least one strength.”  
8. School where everyone can learn. (Year 5 student, special class) 
9. I don’t know (Year 6 student, special class) 
 
The researcher followed Fani during her investigation, therefore hearing the students’ 
answers and my attention was captured by Fani’s responses to student number 6 and 7.  The 
researcher realised that she responded only to the two answers which defined inclusion 
school as a school for children with special needs, where she replied to question her peers 
around children’s strength.  At the end of her inquiry, Fani explained to me, which the 
researcher felt was moreassuring herself or affirming what she believed, that,  “Inclusion 
school is a school for children with strengths.” Moreover, Fani also believed that children in 
the special classes knew better or had their opinions about what inclusion school was, 
compared to children from the regular classes.  In response to Fani's conclusion, Karisma 
who was listening to her result commented, “Isn’t that odd? They are in this school, how 
come they don't know what inclusion school means?  It does not make sense."  
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5.4.2 Karisma and Raka.  Karisma, a student with cerebral palsy in a Year 4 Special 
Class, presented his research question, “What are the strengths of children in the special 
classes?”  He posed the question to all students in the special classes.  He worked in pairs 
with another student from Year 2 Special Class, Raka, who pushed Karisma’s wheelchair 
from classroom to classroom and took pictures while Karisma wrote down the responses on 
his notes, as shown in Figure 5.22.  He also made a conclusion and recommendation to the 
school based on his findings as displayed in Figure 5.23.  
 
Figure 5.22. Karisma’s notes on the strength of each child in the special classrooms.   
 
 
Figure 5.23. Karisma’s notes of conclusion and recommendation from his inquiry.   
 
Conclusion: Many children do not know their strengths and some of them do know 
their strengths or what they really like to do.  
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Recommendation: The school should dig deeper to find the children’s positive sides. 
(Karisma, Year 4 student with disability, Special Class) 
 
Not only did Karisma pose a question around strength, but the work of Karisma and 
Raka was a great example of collaborative work by utilising each other’s strength.  Their 
inquiry provided children’s standpoint of ability rather than disability, and they voiced a 
desire for the school to give attention to the strengths of students with disabilities. 
5.4.3 Lulu.  Lulu is a Year 3 student with Low Vision in the regular class.  He was 
keen to know if students in the special classes have hobbies.  He decided to do a simple 
survey exploring what were the students’ hobbies.  It seemed that he not onlyreceived 
information about the students’ hobbies as listed in Figure 5.24, but also captured some ideas 
of the nuances of teaching and learning in the special classes.  At the end of his inquiry, he 
wrote down his conclusion, shown in Figure 5.25. 
 
Figure 5.24. Lulu’s notes of hobbies of each child in the special classrooms.   
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Figure 5.25. Lulu’s notes of conclusion and recommendation from his inquiry.   
 
Conclusion: Children have different hobbies. Children should play, they do not have to 
study all the time. Some of the teachers are patient and some are harsh.   (Lulu, Year 3 
student with disability, regular class) 
 
5.4.4 Koko and Adi.   
Koko, a Year 2 student with a diagnose of Slow Learner in the special class, and Adi, a 
Year 5 student in the regular class, decided to work together and they were interested in 
finding out: What do the students in the special classes learn? Koko and Adi took photos as 
their method to find the answer to their question.  Their findings show the kinds of learning 
activities in the special class such as gift wrapping as shown in Figure 5.26 and threading 
shoe-laces in Figure 5.27. 
 
 
Figure 5.26. Student led inquiry: Learning how to wrap a gift.  
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(Adi, Year 5 student and Koko, Year 1 student). 
 
Children in the special class are making gift-wrap. Regular children can learn things 
being learnt by inclusion children quickly. Children in the special class cannot do what 
children in the regular classes do. It’s just too difficult for them.  (Adi, Year 5 student, 
regular class) 
 
 
Figure 5.27. Student led inquiry: Learning to thread shoelaces.  
(Adi, Year 5 student regular class and Koko, Year 1 student with disability) 
 
These are children in Year 5 special class learning how to thread shoelaces. They are 
learning it because they can’t do it.  (Koko, Year 1 student with disability, special class) 
 
 
Figure 5.28. Student led inquiry: Religion lesson.  
(Adi, Year 5 student and Koko, Year 1 student with disability) 
 
This is religion lesson, in this subject, inclusion children can join a regular class. There 
are Karisma and Zaki (inclusion children) sitting alone. It is better for regular children 
to sit with inclusion children, because if inclusion children do not know something, a 
regular child can help.  (Adi, Year 5 student, regular class) 
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The findings found in Adi and Koko’s inquiry show perceived characteristics of 
students in the special classes such as doing easy things and depending on others’ help, while 
students in regular classes “learn quickly” and “can help”.  These findings may suggest that 
learning activities in the special classes are grounded within the teachers’ emphasis on 
students’ deficit of their developmental stages.  Students in the special classes were given 
learning activities that were not chronologically aged appropriate, such as learning how to 
thread shoelaces for Year 5 students. In his comments to Figure 5.28, however, Adi also 
indicated peer support for learning as an inclusive practice. 
The results from the students’ inquiry, especially Fani, Karisma, Raka and Lutfi’s 
inquiries, simply provide students’ understandings and expectations of inclusion and what an 
inclusive school should look like, with an emphasis on facilitating children’s strengths or 
abilities.  Moreover, children do make observations and evaluation about their peers.  The 
learning activities in the special classrooms, as captured by the students with and without 
disabilities, formed the students’ views about the low image and the incapability of students 
with disabilities. 
 
5.5 Making sense of the evidence: Sharing results with students and teachers.   
5.5.1 Sharing results with the students.   In this session, the researcher started by 
providing the students with some reminders of what they had been involved in during the 
previous phase of the study and by sharing the general results to the students.  Listening to 
the students’ responses, the researcher was pleased that they recalled the accounts of their 
experiences during the previous phase.  Their recollection was an important basis for them  to 
update or compare to what had happened lately.   Two themes emerged that were of interest 
to the students to update and comment on. 
 
5.5.1.1 Bullying.  The students reported that the name calling of “ABK” and ‘inclusion 
child’ continued.   Individual stories emerged when responding to the theme of bullying 
experiences with a similar issue from the main phase, that is the identity of being ‘special’ 
and ‘regular’.  Highlighted was the inferior position of the “inclusion child” and superior 
position of the “regular child”, as described in the conversations between Fani, a student in 
Year 5 special class, and Karisma, a student who has been moved from Year 4 special class 
to Year 5 regular class. 
 
 Researcher: Have you experienced any bullying recently?  
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 Karisma:  Fani often experiences it.  
 Fani:  Karisma knows it. The regulars don't like me joining the dance 
lesson.  
[They] don't like me playing with the others. Last time, they stopped 
me [fromplaying with others].  
 Researcher:  Who prevented you from playing with the others?  
Karisma:  Just simply because of her deficit. They say "You can't dance. Don't 
join this lesson. You just mess up our group" 
 Fani:  But…, if I can't dance it doesn't mean that they can mock me…, 
right?  
 Researcher:  It doesn’t mean that they can mock you.  
 Fani:  The person who made the group was not them, but the teacher, who 
wanted me to join the group.  
 Karisma:  I no longer experience bullying. But Fani often experiences it. I used 
to experience it but I just ignored it. I did not want to react.  
Researcher:  Why do you think you no longer experience bullying?  
Karisma:  Because they think, if you are not in that class you are not normal. 
They think that we are lower than them. [They think] people other 
than them are ugly.  
Researcher:  So, you mean that it causes bullying 
Karisma:  [Nodding his head] 
Researcher:  So you no longer experience bullying. Why do you think?  
Karisma:  I ignored them. They got bored. 
Researcher:  Have you been moved to a regular class? Do you think it has some 
influence on you?  
Karisma:  Maybe 
Researcher:  Compare to when you were in the special class. 
Karisma:  I think it is pretty the same, everywhere. It is a problem of whether 
they like us or not.  
 
From the conversation, we can see the division between ‘regular’ and ‘special’ 
represented in the students’ words such as “the regulars”, “that class”, “not normal”, “them”, 
and “us”.  The use of the language of inclusion and disability may be seen as a strategy to 
emphasise the school’s position as an inclusive school.  However, the way the language is 
often interpreted can perpetuate rather than reduce division.  The language used such as 
labels of “regular child” and “inclusion child”, “inclusion parent”, “inclusion school”, 
“inclusion day”, “inclusion room”, and name calling children as “ABK” (Anak Berkebutuhan 
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Khusus or literally means Children With Special Needs) actually reinforce the division 
between students with and without disabilities.   
 
5.5.1.3 Year retention.  During the previous phase, the students in this school did not 
report year retention as an issue.  However in this phase, the students (Karisma Year 5, 
Komariah Year 5, Ama Year 4, Rehan Year 3, Viara Year 5) were interested in discussing the 
issue of year retention. They exchanged questions and opinions on why and whether students 
should be retained or promoted, 
 
Karisma:  I wonder why everyone is being promoted to the next level. In my 
class, there is someone who cannot do anything who was also 
promoted.  
Komariah:  Even those who cannot read were also promoted. 
Karisma:  But I have my own conclusion, they must be promoted so that they 
can experience a different class. 
Ama:  They must be promoted to be happy. So that they keep learning and 
eventually can read. 
Rehan:  When I was in Year 1 my grades were bad, but I still got promoted. 
So that they (students) are happy, their parents will be happy too. 
Komariah:  I think those children should not be promoted. Especially those who 
are very naughty so that they will not make trouble in the next class.  
Karisma:  But if they are retained, their family will be sad and the children will 
be removed from this school. But this only applys for ABK, for the 
regulars it is based on their capabilities.  
Viara:  It depends on our willingness to learn. If they are being retained, their 
family will be sad. But if they are promoted they need to have 
willingness to learn. 
 
From the conversations it is clear that the students could advise on a variety of topics, 
asserting their opinions and defying the assumptions that children with disabilities do not 
have a mind of their own.  The students’ perspectives cover a range of difficult concepts 
requiring abstract thinking and mature reflection such as feelings, identity and opportunities 
or participation.  Most of the students realise the importance of happiness in relation to 
schooling and motivation to keep learning.  The students proposed conditions important for 
children to be promoted.  Komariah gave her opinion that social behaviour was imperative in 
considering inclusion or exclusion of a student to access year promotion, while the education 
assessment system values academic performance by the Minimum Passing Grade.  In 
addition to Komariah’s ideas on behaviour, Fani also proposed a character of willingness to 
learn.  Karisma understood that year promotion is important for all children as it is furthering 
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children’s experience, whereas Ama described that year promotion as a vital opportunity for 
children to keep learning.  From the conversation, we can also see that Karisma realised the 
different standards by which year promotion assurance is only for students with disabilities 
and not for students without disabilities. To me, Karisma was something of an anomaly, as 
his words were always full of maturity and patience, while the researcher found the other 
students with disabilities expressed more struggles.  His thoughtful responses may be due to a 
combination of his calm personality and his mother’s positive attitude and belief about his 
ability rather than his disability.  
 
5.5.2 Sharing results with the school staff and parents.  A meeting to report the 
general result of the study was arranged by the school principal.  The meeting involved all 
teachers of the school, the parents who were interviewed and a school supervisor from the 
Education Department.  Discussions mostly responded to the student voice on labels and their 
hopes to participate in educational opportunities.  A positive response to remove the use of 
labels, especially “ABK”, was expressed by the teachers and principal.  
 
We as teacher sometimes forget and say "You, children with special needs" It is not 
acceptable to say that. Let's, having heard this knowledge from the study, give better 
education provision to both children with disabilities and to children who view 
themselves as having higher ability. All children have needs. Some children lack 
parental attention that they perform below their capabilities and that is also a huge 
need.   (A statement from the school principal) 
 
Although the school staff’s responses were generally positive towards the student voice 
and further awareness of education for all children was apparent, the issue of division 
between special and regular and the meaning of being inclusive, and therefore an inclusive 
school, remained a concern.  The school believed that students with disabilities who are “not 
capable” should not join the National Exam.  the researcher learned later that the reason for 
this is that it will affect the school’s performance or rank.  On the other hand, the principal 
reported that parents of students with disabilities were demanding that their children be 
included in the National Exam. Having results from the National Exam is one of the 
requirements to enter ‘regular’ secondary high school. Students with disabilities are offered 
to join the School Exam that is accepted for enrolment at ‘inclusive’ secondary schools. As 
the status of an ‘inclusive’ school is seen as lower than ‘regular’ school, therefore, it can be 
understood that participation in the National Exam is seen as important by parents of students 
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with disabilities. One example of response from the school supervisor extends the idea of 
division between regular and special in lesson plans, learning materials and curriculum:  
 
Hearing the result of the research, we are thinking of changing our tool for supervising 
inclusion schools in that it cannot be the same as the supervising tool for mainstream 
schools. The vision is to serve all children. Education for all. At one event, we asked 
Physical Education teachers to make their own vision and mission. We encouraged 
them to include achievement in their statements. The only school that protested was this 
school who wanted children's happiness as their goal as an inclusion school, which is 
consistent with another research result that achievement will follow if children are 
happy when they learn. We will look at lesson plans that make children happy to learn. 
Learning materials have to be two types, for regular children and for children with 
special needs. Assessment has also to be two types, for regular children and for children 
with special needs. Next, we really need a curriculum specially for inclusion schools, 
since curriculum will define every practice in the school.   (A statement from the 
School supervisor) 
 
The idea to make sure that lesson plans should engage all students is a positive 
response to the students’ voice.  However, the idea of separating curriculum and assessment 
for students with and without disabilities can be debated within the principles of inclusive 
education.  The idea can also be argued within the mandates of Convention on Rights of 
People with Disability (CRPD) that Indonesia has ratified and the Disability Act that 
Indonesia recently endorsed in 2016.  Both CRPD and the Disability Act base their principles 
on the human rights approach for people with disabilities; to participate in aspects of life on 
the same basis as people without disabilities.  Therefore, the idea from the school supervisor 
to have different curriculum and assessment may need further consideration.  Introducing 
potential for further separation and division will only intensify the social division.  Karisma, 
Fani, and the other students from the special classes know all about such divisions and are 
entitled to have their views known.  Where teachers are willing to step into the listener role 
and access the seldom heard voice, they can be useful allies helping to bring about changes 
that, in this study, the students have highlighted. 
 
5.6 Conclusion 
Inclusion in this school is characterised by the division between ‘special’ and ‘regular’.  
The data suggest that the classrooms’ separation might instigate this; including the language 
used to describe students with and without disabilities; and the teacher and 'regular' students’ 
attitudes towards students with disabilities.  These factors which lead to the image of students 
in the ‘special’ class being of lower status than the students in the ‘regular’ class pose barriers 
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to educational opportunities. In this unequal position, the voice of the students in the ‘special’ 
class emphasises a strong message to focus on the students’ ability rather than their 
disabilities. 
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Chapter 6:  
School Case 3 - Prestasi Primary School 
 
6.1 Setting the Scene: The School Context 
Prestasi Primary School has experienced various ways of inclusion within its timeline. 
In 1974, the school was an integrated school, accepting only students with visual impairment. 
At the time, the curriculum for students with visual impairment followed the mainstream 
curriculum. Subsequently, the school was appointed as an inclusive school in 2009, accepting 
students in any disability category. Since then, learning for students with disabilities enrolled 
in this school has been developed through the Individual Education Plan (IEP) process. 
Special education teachers develop the IEP based on their assessment of the students. 
Students with disabilities in this school used to learn in the mainstream classrooms, however 
since 2010, due to the change of the principal, the school have had what they title as 
“inclusion class”. This refers to the practice where students with disabilities learn separately 
in the “inclusion room”. Following this, in 2013 the school was assigned by the Yogyakarta 
Education Department as “school for gifted children with special needs” accepting students 
with disabilities with an added requirement of having normal to higher intelligence.  
The school enrols children from families coming from a middle-upper class socio-
economic background. Good facilities can be found within the school, such as a large 
computer lab, a library, a wide outdoor play area, a school hall and a spacious school canteen 
providing clean and healthy food. The school has twelve mainstream classrooms and one 
“inclusion classroom”. Each mainstream class caters for around thirty students, including 
students with disabilities. A total of seventy students with disabilities in Year 1-5 were 
enrolled in the school when this study was conducted. The students with disabilities are 
mostly placed in the mainstream classes and withdrawn regularly  to the inclusion class, 
while a few of them are placed permanently in the inclusion class.  In every mainstream 
classroom there was a classroom teacher plus one or more special education teachers attached 
to individual students with disabilities.. Parents of children with disabilities are required to 
provide a special education teacher for their children. The school has their own two special 
education teachers and is also supported by a special education teacher assigned by the 
education department who provides a weekly visit to the school to conduct learning activities 
with students with disabilities in the inclusion class. Teachers and children use the common 
term of guru pendamping which means teacher helper or teacher assistant to name the special 
education teacher. Additionally, a classroom teacher is appointed as the “inclusion manager” 
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who is responsible for the inclusion program at the whole school level and the coordination 
of the special education teachers. 
 
6.1.1 Interpretation of inclusion.  Inquiry into how inclusion is interpreted in the 
school was conducted through observations and interviews with the school staff. When 
probed with a question of “what is the meaning of inclusive education?”, the school staff 
shared similar views that it means valuing diversity and, in the context of placement for 
learning, students with disabilities learning together with their ‘regular’ peers.According to a 
special education teacher and the principal: 
 
The truth is that each of us has differences that we have to respect. There are strengths 
behind weaknesses. In fact, inclusion is not about children with special needs. It is 
about respecting individual differences.  (Pini, school special education teacher) 
 
I think, all schools are inclusive. Inclusion, I think, is education for children with 
special needs learning in the same classrooms with regular children. Each of us needs 
education. When appointed as the principal for this inclusion school, I felt it was my 
responsibility to God. I consider it as my worship.    (School Principal)  
 
As with the other principals from the previous schools, the school principal’s moral and 
religious beliefs validated his view of inclusive education. Even though the principal stated 
that students with disabilities should learn in the mainstream classrooms with their peers, in 
practice an exception applied for students with disabilities who are considered as incapable 
by the school staff to follow the lessons based on the mainstream curriculum. These students 
are placed in the inclusion class.  
Inclusion practice in the school is also characterised by the use of terms such as 
“inclusion room”, “inclusion class” and “inclusion day”. Another practice that was observed 
immediately was the wide use of the terms “inclusion child” and “ABK” (Anak 
Berkebutuhan Khusus or Children with Special Needs) to describe students with disabilities, 
and of ‘regular’ to name students without disabilities. Both terms are used daily by teachers, 
students and parents to identify students. 
 
6.1.2 Challenges to inclusion.  The school has encountered challenges within its 
efforts to implement inclusive education. Challenges to inclusion reported by the school staff 
included a communication gap between junior and senior teachers, the absence of learning 
accommodation for students with disabilities, frequent staff renewals or changes of teachers 
and principal, teachers’ lack of determination to strive for inclusion, and a negative attitude 
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towards inclusion. The inclusion manager, giving an example of teachers’ attitude she has 
observed, stated, “If there is a child who demonstrates just a little difficulty in learning, the 
teachers would say just give her/him to Ms Indra (the school special education teacher), this 
child belongs to Ms Indra.” The inclusion manager further specified, 
 
I don't think anything works so far. As inclusion manager, I face so many challenges. 
Not all school members understand children with special needs. They have their own 
understanding of inclusion. I work on my own. Some teachers view children with 
special needs as barriers.  (Classroom teacher, Inclusion manager). 
 
From the family perspectives, two parents provided their observations on challenges to 
inclusion in the school, especially regarding access to a scholarship. Students with disabilities 
in Yogyakarta province have the opportunity to access support funds, namely Children with 
Special Needs Scholarship, from the education department. SPIE schools  have to write a 
proposal to access the scholarship by which they could receive the proposed money for all 
students with disabilities enrolled in the school or only for some of their students with 
disabilities. The decision depends on the department’s funds availability and the result of the 
assessment of the proposal. The funds which are five hundred thousand rupiah, or equivalent 
to forty US dollar, per child per year, can be used to purchase school uniforms, stationery or 
for conducting diagnosis and assessment of disabilities. The first parent interviewed 
commented on the school requirement of having a GPK (Guru Pendamping Khusus or 
Special Education Teacher) for her child yet the scholarship for students with disabilities that 
her child was entitled to could not be used to help with the cost of GPK. 
 
Still needs improvement. Teachers' attitudes show a lack of understanding about 
children’s condition. ABK makes a mockery of children. ABK got scholarships but I 
could not use it to pay GPK. The reason for that was that the scholarship should be used 
directly by the child. The scholarship was eventually used for a school excursion only 
for inclusion children. In fact, I think a GPK is also directly related to the child. The 
practice here is quite odd since the GPK are told to teach the class when teachers are 
absent.   (Retno, parent of student with disability) 
 
The parent expressed the importance of having access to a special education teacher as 
the school had only two of its own. The two school special education teachers already had 
their specific classroom appointments  so they could not be responsible for supporting 
students with disabilities in other classrooms. A second parent offered her feedback with a 
focus on learning. She commented on the learning process in which the separation of students 
with disabilities was seen as not inclusive, and where there was an expectation or image of 
students with disabilities as low performers in academic achievement. 
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It has not been taken care of properly. There is still a gap between regular children and 
ABK. Teacher comments are also sometimes not appropriate. Children with special 
needs are placed in inclusion classes for certain lessons. There was a case of an ABK 
who ranked in the top ten and it made all the parents stunned.  (Wening, parent of 
regular student) 
 
While the two parents had a different focus, they both gave their evaluation on the 
attitudes of teachers, parents of students without disabilities and ‘regular’ students toward 
students with disabilities. Parents’ feedback encompassed a range of opinions including; that 
the school was not ready for inclusion because the inclusion status was imposed by the 
education department, teachers did not understand inclusion, there were low expectations of 
students with disabilities, and that students with disabilities were encouraged to move to 
special schools when in fact the students could actually keep up with regular school demands. 
Commentary on encouraging students with disabilities to move to special schools was 
also found in an interview with the principal who suggested there were negative attitudes and 
exclusionary pressures towards students with intellectual disability. These comments 
emerged when discussing programs to support students with disabilities in the school. 
 
To visit a special school, children and parents, special for inclusion. I mean, for 
example, those children, what are they called? Idiot? Or whatever, Down Syndrome, so 
that parents understand that if a child is not capable to follow at an inclusion school 
then go to a special school. Some parents feel ashamed if their children go to special 
school. For example: they may be lecturers and they would feel ashamed to have a 
child enrolled in special school. This (program) is to give an idea to our parents that 
maybe their children will be best facilitated (in special school).  
 
For inclusion parents: prior to exam or receiving school reports. For Year 6 students, 
before an exam, parents have to give a statement letter. If the student is not capable the 
parent has to make a statement that his/her child will not join the National Exam. There 
were parents who insisted that their children had to join the National Exam, but the 
children's capability did not meet the requirement.  
 
Sessions for inclusion parents.: to give motivation or awareness for parents. Often, they 
demand of the teachers, my children have to be able to do this and that. (Inviting) 
experts from Yogyakarta State University. So parents can accept their children's 
condition. They expect their children to achieve the same as the regular children. They 
need explanation from the experts. Parents may not listen if the explanation is given by 
the teachers.  (The school principal)  
 
From the principal’s report about the programs such as visiting a special school, 
National Exam statement letter and parent education, it can be seen that the students with 
intellectual disability had limited access to educational opportunities such as the National 
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Exam or to an ‘inclusive’ school itself. Furthermore, the school ‘educates’ parents of students 
with disabilities to accept their children’s capacity and set  ‘realistic’ expectations. This 
parent education program may indicate a barrier to access to quality learning as it represents 
the school’s view, thus the teachers’ practice, of not setting their expectations high when 
teaching the students with disabilities. 
 
6.1.3 Learning in the inclusion class.  As mentioned previously, the school has an 
“inclusion room” dedicated for special education teachers to teach students with disabilities 
separately and provide a weekly session for students with disabilities as a group. With school 
days for public schools running from Monday-Saturday, the group session is called 
“inclusion day”, in which every Saturday all students with disabilities gather in the “inclusion 
room” and receive therapy-based programs. The school special education teachers reported 
on the separation regarding placement and programs for students with disabilities: 
 
Services for children with special needs depend on their capabilities. Placement in 
regular classes is for social interaction, while specific teaching is done by withdrawing 
the children to inclusion class.   (Indra, School Special Education teacher) 
 
Saturday is for facilitating children with special needs with their language, motoric 
skills and socio-emotional. Children with special needs withdrawn to inclusion class are 
only those who are severe. As long as the child can follow a lesson, she or he will 
remain in the regular classrooms.   (Pini, School Special Education teacher) 
 
As long as their IQ or academic capability is fine, then they can be facilitated in the 
class. For example, Rizky, who has CP. He only has physical disability but his brain is 
ok. So as long as they are capable of thinking then they will be facilitated in the class, 
they do not have to go to inclusion.    (Ambar, a classroom teacher Year 2B) 
 
The teacher reports concluded that students’ intellectual capacity to keep up with the 
regular curriculum  decide whether students are placed in the inclusion class.  This placement 
also translates to inclusion as a place for students with intellectual disability. Additionally, 
teachers view the mainstream classroom as a channel for social interaction for students with 
intellectual disability, while inclusion class is a place for academic training or remedial.  
From observations, the inclusion class is provided with tools for therapy and learning, 
such as sport and life skills equipment. A typical day in the inclusion class would have five or 
more students with disabilities learning with a special education teacher. The school special 
education teacher, Ms Indra, explained that the year levels and the needs of the children in 
the inclusion class are diverse. The student group, based on Ms Indra’s description, includes a 
Year 1 student with Mental Retardation, a Year 1 student categorised as Slow Learner, a Year 
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2 student with ADHD, a Year 5 student with Intellectual Disability, and a Year 5 student with 
autism.  During an observation in the inclusion class on Saturday, a visiting special education 
teacher assigned by the education department was facilitating the class. The visiting special 
education teacher accompanied four of the students while the student with autism learned 
about money with the support of a research student. The visiting special education teacher did 
not seem to have a learning plan for the four students. Activities were done by improvisation 
according to the students’ responses. The visiting teacher’s focus was also more on the 
younger students with the main activities undertaken focussing on reading and writing skills, 
while the older students were doing more on their own. The activities of the older students 
seemed to be less meaningful such as tidying up the brooms, hanging all the school bags, and 
wandering around in the class.  
In an informal conversation with the school special education teacher, she mentioned 
that one of her students with disabilities refused to join the inclusion class because the student 
viewed that the lessons in the inclusion class were just playing. In the mainstream class, the 
student receives the same lessons and tasks as  his peers. The student is seen as able to follow 
the lesson with the individual support of a special education teacher and is given more time to 
complete tasks. Ms Indra stated that the special education teachers and the teachers in the 
school do not make modifications to the curriculum because eventually the School Final 
Exam will be the same for all students in the mainstream classes. 
 
6.1.4 Learning in the mainstream classes.  Support of special education teachers to 
students with disabilities in the mainstream classrooms in this school, based on observations, 
is vital, and for this reason is associated with the general learning strategies in the ‘regular’ 
classes. During an observation in Year 1A, for example, the activity was reading aloud as a 
whole class group. The teacher hit the table with a whiteboard eraser as a sign for all of the 
students to move from one sentence to the next sentence. The activity clearly required a 
similar level of reading skills among the students. There was a child, Senja, who did not read 
with the other children. He looked around, and kept looking  at the other children. Senja sat 
in the second last row from the back. The classroom teacher did not provide any help for 
Senja, neither did he receive support from a special education teacher, thus leaving him doing 
nothing throughout the lesson. Later the researcher learnt from the teacher, that Senja was 
labelled as ABK because he could not read. 
Another observation, in Year 1B during a math lesson, showed the teacher writing math 
problems on the whiteboard while the students were asked to copy the problems into their 
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books and work on them. After the assigned time was up, the students then were taking turns 
to write the answers on the whiteboard. The teacher kept sitting in his chair, helping ‘regular’ 
students who were working and writing the answers onto the whiteboard. Meanwhile, there 
was a student with disability, Aisya, who was struggling to solve the math problems. The 
teacher did not approach or help Aisya. The teacher used a whiteboard eraser to hit the table 
to attract the attention of students who started to become noisy and busy amongst themselves. 
After all the questions had been answered on the board, the teacher began to record students’ 
scores. The teacher identified students’ scores by asking the students to raise their hands 
according to the teacher's stated score, starting from 100 to lower scores.  When the teacher 
shouted out the score of 40, which was the lowest, Aisya was the only child who raised his 
hand, all students in the class looked at Aisya and laughed at him.  The teacher then told the 
researcher that Aisya was a “slow child”.  Aisya got a score of 40 since only four questions 
out of ten problems had been copied from the board and finished and all were correct.  Aisya 
took a longer time to copy the questions from the whiteboard into his book from his seat in 
the back row.  
A third example found during an observation in Year 3B not only reveals the learning 
approach for students with disabilities but also how the classroom teacher viewed the 
students.  When beginning the observation, the classroom teacher directly identified a student 
with disability by pointing to the child and explained the special needs of the child.  It was 
evident that the child became  aware that she was being discussed. The teacher commented, 
“But this child wants to be like everyone else, does not want to be different" while 
emphasising that the child is different and thus needs a different approach. The child, who 
had a speech delay, sat with a special education teacher who always assisted her during 
lessons. The child was highly dependent on the special education teacher to participate in 
classroom activities, especially in group work.  
The reality that students with disabilities really depend on GPK support was also 
evident in informal conversation with a classroom teacher who expressed that she understood 
her responsibility, however, she felt ill equipped to cater for the diversity of student needs. 
The classroom teacher believed that she should prioritise regular students. If she had time, 
then she would help the students with disabilities.  She gave an example of a student with 
disability in her class who was no longer having the support of a special education teacher.  
The classroom teacher stated that it had been convenient when she had had a special 
education teacher.  
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Evidence from the class observations and conversations with the classroom teacher 
showed that students with disabilities were seen as less important compared to their peers in 
the mainstream setting.  They were a group of students who challenged teachers’ professional 
knowledge.  
 
6.2 Student Participants 
Initially, twelve students, with and without disabilities, from Year 1-5 participated in 
the study.  Parents of all of the students provided their consent,  and the students gave their 
assent to be involved in this study.  However, after the first photo sessions, two ‘regular’ 
students decided to withdraw from the research with a reason of needing e time to study.  
This was supported by the field notes the researcher took during a meeting with the parents of 
all of the students in which they were generally concerned about when the photo sessions, 
drawing sessions and interviews would take place and that the time used for this study would 
not disturb lesson times.  As the explanation of rights was reiterated to all participants at the 
initial meeting, including the right to withdraw from the study at any time they wish, the 
participation and data of the two students were removed.  
In regards to the withdrawal, two other students who saw the student participants 
working in the project using cameras expressed their interest in joining.  One of the two 
students, Nindya (Year 4), heard the news that two students had withdrawn from this project.  
She approached and expressed her interest to be involved.  She mentioned that she would be 
happy to join the study as long as people (her teacher and parents) would not be angry with 
her i having extra activities other than studying.  After submitting parent consent and child 
assent, Nindya and Amanda joined the study.  In the end, the number stayed as 12 students, 
eight girls and four boys, who completed their participation in the study.  The withdrawal and 
replacement instances the researcher consider not only a matter of technicality in this 
research process but also it represented the community’s value of studying and academic 
performance, as well as children’s right to participate and children’s position before adults.   
 
Table 6.1. Student participants based on the school records 
No Name Year Gender Disability 
1 Aisya 1 F - 
2 Naira 1 M - 
3 Nala 1 M Intellectual Disability 
4 Minah 2 F - 
5 Lestari 2 F Attention Deficit Hyperactivity 
Disorder 
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6 Anang 3 M Attention Deficit Hyperactivity 
Disorder 
7 Nindya 4 F - 
8 Amanda 4 F Slow Learner 
9 Ruri 5 F Intellectual Disability 
10 Arman 5 M - 
11 Mutia 6 F Physical Disability 
12 Cyntia 6 F - 
 
6.3 Student Voice on Inclusion 
In this section, findings emerge from analysing written descriptions of the students’ 
drawings, transcribed interviews and focus groups sessions on discussing students' drawings 
and photos.  The guiding questions for the students to draw were: (1) draw your happy 
experiences at school. (2) draw your unhappy experiences at school.  The guiding instructions 
for the students to take photos were: (1) take photos of places and activities that make you 
feel happy or sad; and (2) take photos of places, things or activities in your school that you 
think shows inclusion.  The second guiding instruction for students to take photos that shows 
inclusion is taken with the assumption that the SPIE is generally well known as sekolah 
inklusi or “inclusion school” in the education community. Additionally, my initial 
observations in the school setting showed that the term inklusi or inclusion was highly used in 
the school’s physical and non-physical environment.  Assessment of the students’ knowledge 
of the term inklusi or inclusion during the initial training session also confirmed the use of the 
instruction.  
 
6.3.1 Play and friendship.   
Happy experiences recounted by the students were play and friendship.  Participating in 
games such as hopscotch (Figure 6.1) and soccer (Figure 6.2) with friends during school 
recess were reported as enjoyable and valued experiences.  The students narrated that having 
friends and building friendship were significant parts of school life that contributed to happy 
experiences as shown in both figures where the students drew him or herself playing with a 
friend.  
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Figure 6.1. Happy experience: Playing hopscotch.  
Written description: I like to play hopscotch. (Naira, Year 1 student) 
 
 
Figure 6.2. Happy experience: Playing soccer.  
Written description: I play soccer. (Aisya, Year 1) 
 
Some students with identified disabilities expressed more intensity in their emotions of 
love and being happy when asked to play with others, as illustrated in Figure 6.3 and Figure 
6.4.  
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Figure 6.3. Happy experience: Love.  
Written description: Me and my friend play and love each other. (Anang, Year 3 student with 
disability) 
 
Figure 6.4. Happy experience: Play with friends.  
Written description: I am happy when my friends ask me to play. Right bubble: This place is 
nice right?; Left bubble: Yes (Amanda, Year 4 student with disability) 
 
The description of Figure 6.4 shows the importance of social skills for all students, such 
as initiating or engaging in interaction and play.  While friendship was reported as a happy 
experience, on the other hand, it was also reported as an unhappy experience.  A student with 
disability, Lestari, described in her drawing in Figure 6.5 that she likes to play leap-frog with 
her friend. 
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Figure 6.5. Happy experience: Playing leap frog.  
(Lestari, Year 2 student with disability) 
 
When describing, she reported that Ruri, a student with disability in Year 5, was her 
only friend to play with.  When inquired if she played with other children she replied:  
 
All children in the (mainstream) classroom do not want to play with me. None of them 
want to play with me. Nobody. None. Only Ruri wants to play with me. I want to play 
with them but they don't want to play with me. Sad.  (Lestari, Year 2 student with 
disability) 
 
The researcher then mentioned some names of students with disabilities in the inclusion 
class and she responded that those children wanted to play with her.  Lestari then made 
another drawing (Figure 6.6) showing her sad feeling about this friendship matter.  She 
scribbled her colour pencil strongly and repeatedly using yellow and red colours.  When 
asked to explain about the picture, Lestari shortly replied “classmates". 
 
 
Figure 6.6. Unhappy experience: Class mates.  
(Lestari, Year 2 student with disability) 
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When the students were given the opportunity to talk about their happy experiences of 
school, they frequently talked about playtimes and friendships during recess.  However, 
friendship was also recounted as an experience causing negative emotions.  Thus, for the 
students, the social aspects of school were of great importance whether  positive or negative. 
 
6.3.2 Bullying.  Meanwhile, one unhappy experience reported by the students was 
bullying.  Bullying actions recounted by the students involved mocking, as shown in Figure 
6.7, and hitting, as described in a focus group with students with disabilities. 
 
 
Figure 6.7. Unhappy experience: Bullying.  
Written description: My friend being mocked. Left bubble: Ha..ha.. Right bubble: Don't 
mock me (Minah, Year 2 student) 
 
While the students were talking about bullying in the focus group, discussion took 
place comparing which class made the students with disabilities feel more comfortable. 
 
Lestari:  Being mocked by Risky in the regular class. Just want to go to inclusion 
room. 
Ruri:  Inclusion class. Because friends here are kind. In the class they are mean 
and arrogant. 
Anang: I like both. But I prefer inclusion class. Children are nice. In the regular 
they like to mock. If we have group work, sometimes they don’t want me. 
Sometimes they are kind sometimes they are not.  
Nala:  Inclusion class. Don’t want to (go to mainstream class). They mock me. 
(They are)  punished by cleaning the toilet.  
Lestari:  Children are naughty. They hit me. I don’t know, suddenly they hit me. I 
report it to teachers. They are punished by giving salutation to the flag for 
one hour until we go home. It is nice (in inclusion class) I have Ruri. Many 
friends. In the regular class children are naughty.  
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Another student with disability shared her own experiences, and her observation 
towards the ‘regular’ students in the school, in which she reported a different form of 
bullying by social isolation.  The student presented her experience of being isolated through 
her drawings in Figure 6.8 and her interview excerpt.  
 
 
Figure 6.8. Unhappy experience: Billboard.  
Written description: My friends do not like me. (Ruri, Year 5 student with disability) 
 
This is like an advertising billboard or like print on a blackboard says “Friends do not 
want to play with me”. I feel very upset. They make me angry.  (Ruri, Year 5 student 
with disability) 
 
The student also reported her experience of social isolation as a result of being defined 
and identified as an “inclusion child”, reinforced by wearing a different uniform as shown in 
Figure 6.9. 
 
Figure 6.9. Unhappy experience: Standing at the back 
 
I always stand at the back. I feel ashamed. I am afraid of the regulars. I am afraid they 
will be angry with me. Look, our uniform is different. Inclusion child wears different 
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uniform. Inclusion child stands at the back.  (Ruri, Year 5 student with disability) 
 
The student also commented on a photo in Figure 6.10 offering her observation that 
their ‘regular’ peers often exclude students with disabilities in the school in social occasions 
during recess.  
 
Figure 6.10. Soccer play 
 
Interviewer: Can you tell me about this picture? 
Ruri: Soccer play 
Interviewer: Who plays soccer? 
Ruri: My classmates 
Interviewer: Why is this interesting for you? 
Ruri: Because only the regulars play 
Interviewer: What about inclusion children? 
Ruri: No 
Interviewer: What do they do during school recess? 
Ruri: Just watch, sitting down 
Interviewer: They never join soccer play? 
Ruri: No 
(Ruri, Year 5 student with disability) 
 
Perspectives of students with disabilities being excluded from social interaction was 
also observed by ‘regular’ students, Cyntia (Year 6) and Arman (Year 5) as they discussed 
this matter, 
 
Cyntia:  (ABK) do not mingle with other children because many of the normal 
children think that ABK is weird. So their behaviour is...  
Arman: rude. 
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Cyntia:  No not rude. Well, some are them are rude. Their behaviour is different 
with normal people. Many of them are excluded, bullied. 
Arman:  In my class, in my group, one of them is ABK. There are two girls who do 
not want to work with ABK. They… 
Cyntia: look down on the ABK? 
Arman:  Well, they sort of resent…Only the two girls. But the boys are ok. The 
others can mingle. I think Sugiri is not too ABK. Well even if he is ABK, 
he works so hard. He can run. He can play.  
Cyntia:  In my class it is the other way around. ABK children like to annoy normal 
children. Sometimes hitting. Kicking. There are some ABK in my class. 
But they are not like ABK. They are naughty. Some of them had been 
retained. In my class there is only one teacher assistant (school special 
education teacher). We have one teacher assistant who assists them with an 
individual schedule.  They are not like ABK who have physical disability or 
autism or hyperactive.  
 
From the students’ report, it is understood that students like Ruri and the other students 
with disabilities experienced bullying and were excluded from play and other social 
occasions.  Exclusionary pressures in social settings effect how children perceive inclusion 
and acceptance of others.  Two students, Lestari and Ruri, reported that they were often 
withdrawn to the inclusion class because they did not have special education teachers in the 
mainstream class.  While the students with disabilities may see the regular classes as 
providing more opportunity for friendship, Lestari and Ruri also mentioned that they 
preferred to be in the inclusion class because some children in the regular classes are naughty 
which in the students’ perceptions referred to aggressive and disruptive behaviour.  The 
students' description of social events has its own validity and illustrates how individuals 
struggle to make sense of their lives at school especially when they experience conflicting 
emotions between hoping to make friends with the ‘regular’ students and avoiding the 
bullying in the mainstream classrooms.  On the other hand, students without disabilities in the 
mainstream classes also had their opinion that students without disabilities can be kind and 
that students with disabilities who “are not like ABK” can be “naughty” to them.  Similarly, 
the ‘regular’ students referred to these students with disabilities, whom they see as “naughty”, 
as showing aggressive and disruptive behaviour. 
Information about bullying was also collected from an informal conversation with a 
student who was born without a right hand.  Mutia, a student in Year 6, recalled that in the 
beginning of Year 1 she wanted her parents to stay at school because she was afraid of being 
mocked.  She reported that her classmates used to call her impaired or a child who like to 
steal that made her feel sad  (There was a cultural superstition that if a person does not have a 
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hand the person must have done something wrong in the past, such as stealing).  She shared 
that now her classmates rarely mock her.  She shared her view about her classmates:  “Some 
are kind, some are not. I am just being patient. I was called impaired and accused of stealing. 
It was in Year 5.”  In this matter of name-calling, however, she called herself tuna daksa, a 
term she learned from her mother which in English means physically disabled. Her report 
provided information on how labels of disability such as impaired could be easily applied by 
social assertion in the school context or subtly introduced in a family context.  
 
6.3.3 Meaning of inclusion.  At the training on research and visual methods for the 
students, just before the training started, a student (Ruri, Year 5) made a comment that the 
students who had gathered in the school hall were “inclusion children” and 'regular' children.  
She stated, “These children are mixed, there are regular children and inclusion children.”  Her 
statement then became a starting point to inquire if the students understood the meaning of 
inclusion and discussion around the topic was used as a scaffold to present and discuss the 
subsequent topics in the training.  The students explained their individual understanding of 
inclusion.  
 
Class for children with special needs (Minah, Year2) 
 
Inclusion is for inclusion children (Ruri, Year 5 student with disability) 
 
Never heard before (Naira, Year 1) 
 
A special place for children with special needs (Mutia, Year 6 student with disability) 
 
While the Year 1 student reported that she did not know the meaning of inclusion, 
which may be a result of being enrolled at the school for only one semester, most of the 
students’ responses indicated that they understood inclusion as physical, class or a place, and 
it was for children with special needs.  The students’ understanding of the meaning of 
inclusion, which was likely based on their daily observations of the school practices, was in 
contrast to the understanding of inclusion articulated by the school staff mentioned 
previously in this chapter (i.e., inclusion is not about children with special needs; that 
children with special needs learn in the same classroom with regular children).  The initial 
discussion with the students during the training session indicated some level of practice in 
using the label of “ABK” or “CWS” (Children With Special Needs) and other labels such as 
“inclusion child” and “regular child”. 
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6.3.4 Labelling.  Labels of inclusion were represented within the school to facilitate a 
number of purposes.  These include naming students with disabilities as “inclusion child” and 
a room that students with disabilities attend as “inclusion class”.  In an interview with the 
student Ruri, a student with a disability, she made a comment that there were ‘regular’ and 
‘inclusion’ children in the room during the training session. Further inquiry about her 
understanding of the two labels was conducted.  The researcher also extended it around her 
opinion and feeling towards the name-calling being applied to students and her self. 
 
Researcher:  You told me that Melani was an inclusion child. Here, some children 
are called inclusion children. Who are actually called inclusion 
children? 
Ruri:  Those who have special needs such as Anang, Hendra. Angga is also 
inclusion. Nala. 
Researcher:  So what do people call students who are not inclusion? 
Ruri:  Regular. Separated. Different class. 
Researcher:  How does it make you feel being called an inclusion child? 
Ruri:  Happy. Happy. I like being an inclusion child. I have many friends 
(naming her friends in the inclusion class). 
Researcher:  In the regular class, you have friends too, right? Many of them. 
Ruri:  No. They are arrogant, nasty. They are the enemy, naughty. There are 
two students who have been retained in the class. Naughty. 
Researcher:  So you are happy in the inclusion class. 
Ruri:  Yes. I can play with Lestari. 
 
In a different conversation with the students I had the chance to find out how a ‘regular’ 
student would identify a child who is labelled “inclusion child”. 
 
Researcher:  How do you know that a child is inclusion? 
Cyntia:  From their behaviour, from their physical appearance, and from 
having assistant (special education teacher).  
Researcher: Do you know why this school is so-called inclusion school? 
Cyntia:  Because... this school...has a special room for children with special 
needs. Children with special needs get extra treatment. Extra services 
compare to others. 
 
From the conversation, it was apparent that terms such as “students with special needs”, 
“regular” and “inclusion” are highly practised and that students use them in their daily 
conversation and adopt them for other things.  In this regard, a student drew a picture of a 
braille book as shown in Figure 6.11 and named it “inclusion book”.  Using his drawing, he 
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expressed his admiration towards a child, whom he categorised as inclusion child as the child 
could not see, and could read Braille books.  While talking about his drawing, he went on to 
voice his opinion about the label of inclusion child being applied to himself. 
 
 
Figure 6.11. Unhappy experience: Inclusion Book.  
Written description: Inclusion Book. (Anang, Year 2 student with disability) 
 
Some people are not inclusion but defined as inclusion. Just like me. I am not inclusion 
but defined as an inclusion child. I just like to walk around. Not happy. Sad. My parents 
know I have been included as an inclusion child. My dad and mum said if I am naughty 
I will be sent to Special School. They said I will not stay with them anymore. I pinched 
my mum and dad.  (Anang, Year 2 student with disability) 
 
Differing views emerged from the students with disabilities when they are labelled as 
an inclusion child or placed in the inclusion class.  While Ruri expressed that she was happy 
with the label of inclusion child and being in the inclusion class, Anang asserted his 
dissatisfaction with himself being labelled as an inclusion child.  To a child like Anang, 
inclusion child means people with physical disabilities.  His feelings towards his status as an 
inclusion child were also predisposed by assertion, which put him as a “naughty” child, 
bringing tension with his parents by their threat of sending him to a special school.  The 
connotations of inclusion child as naughty, and the risk of being separated from his parents 
concluded his rejection of his status.  The parents’ response also raises issues of special 
versus regular in which children would see any relations with ‘special’ as a disadvantage and 
being ‘regular’ as the norm.  
6.3.5 Division between regular and inclusion.  During an observation in an ICT 
lesson in the computer lab, there was a poster with a message: “We serve with heart, no 
discrimination”.  The message in the poster instigated a question over the students’ 
understanding about the meaning of discrimination and their opinion and observation of 
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discrimination in their daily school experiences.  The researcher took a photo of the poster 
(Figure 6.12) and discussed it with the students in a focus group session.  Their responses of 
what it means and their evaluations on the school practices are narrated in the following 
interview excerpts. 
 
Figure 6.12. Poster: We serve with heart, no discrimination 
 
What it means: Serve truthfully, no favouritism.  
In practice: Sometimes there is (favouritism), sometimes not. (The school) 
differentiates between regular children and inclusion children.  (Nindya, Year 4 
student) 
 
What it means: So, they serve sincerely, not insulting people’s feelings.  
In practice: (The school) differentiates between smart children and children who are not 
smart. Smart children are given more attention, while those who are not so smart are 
pushed away.   (Mutia, Year 6 student with disability) 
 
From the students’ responses, it can be concluded that the students observed a division 
between “smart children” and “not smart children”, also between students with and without 
disabilities.  The students with intellectual disability were seen as getting less attention and 
excluded.  The students’ observation may indicate, firstly, the teachers’ attitude towards 
students with disabilities or students with low academic performance, and secondly, the 
learning approach used in the mainstream classes that gives more advantages to students with 
higher academic capability or who do not have additional learning needs. 
 
I like to walk around in the class. If I am not accompanied (by special education 
teacher) I tend to wander around in the class. Classmates shout "ABK, go to inclusion 
class!” I get distracted by people. In the classroom it is noisy. Especially after we finish 
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working on a task. Very noisy.   (Anang, Year 2 student with disability) 
 
The student’s description indicates that the learning approach and the reactive 
classroom management lead to classroom behaviour being very noisy.  The student, who has 
a diagnosis of ADHD, relies on the support of a special education teacher to regulate himself 
to respond to a noisy classroom.  Without the support, he responds with his behaviour of 
wandering around in the class.  His peers see his behaviour as disruptive and trigger labelling 
such as calling him “ABK” and telling him to go to the inclusion class.  This ‘circle of 
disruptive behaviour’ ends with the students with disabilities perceived as the problem and 
being rejected.   
 
6.3.6 Self-identity.  In a session where the students were asked to draw themselves, a 
student with a diagnosis of Intellectual Disability drew a picture of a child, a sign pointing to 
the child, and the word stupid as depicted in Figure 6.13.  Later during the interview, when 
asked to tell the story of his drawing he changed his thoughts.  When asked who was the 
child in the picture, he first said that it was him; a sign pointing at him (and the word stupid 
that he did not want to read). Then he changed his answer that the boy was his friend and that 
it was his friend who was stupid.  When asked what he thought of himself he replied, “I am 
smart”.  He went onto explain with a disappointed facial expression, however, that he could 
not read and write.  
 
Figure 6.13. Self portrait: Stupid  
(Nala, Year 1 student with disability) 
 
Listening to what is not spoken and attempting to interpret body language and facial 
expressions in which lie hopes and disappointments are critical in understanding children’s 
voice.  In Nala’s instance, it was his disappointment at his perceived difficulties in reading 
and writing and the image of himself as a stupid child in which he experienced conflicting 
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feeling in accepting the image.  The student’s report also revealed hopes of being smart and 
performing academic skills such as good reading and writing. 
The student was often seen disengaged from learning, as his peer reported, “Nala often 
looks blank, he likes to sleep in the classroom” (Aisya, Year 1).  His classroom teacher and 
his special education teacher once made a similar comment that “Nala had a blank face” and 
this comment became a mockery for his classmates. Another student report on a photo he 
took showing art works made by students with disabilities also provided an example of 
commentary towards students with disabilities. 
 
 
Figure 6.14. Picture made by ABK. But it is good, usually it is ugly.  
(Anang, Year 3 student with disabilty) 
 
Social assertions found in comments made by teachers and peers towards students with 
disabilities, such as “blank face” or “ugly”, can form students’ self-identity. The students 
with disabilities’ stories indicated that labelling and those negative assertions might 
contribute to their perceived identity as an “inclusion child” assigned characteristics such as 
“naughty”, “not smart” and “stupid”.  Thus the students gave their responses to the 
researcher’s inquiry, the following section presents inquiry led by the students themselves in 
which many of them decided to explore further the matter around “inclusion child”. 
 
6.4 Student Led Inquiry 
When given an opportunity to explore their own interests in regards to inclusive 
schools and develop their own questions, most of the students came up with wanting to 
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knowing more about “inclusion child”. Not all of the participants were interested in 
conducting their own inquiries about inclusion.  Some of the students were just not interested, 
while others had difficulty in formulating questions. Those who decided to conduct self-led 
investigation continued to use the camera and drawings. At the end of their inquiries, they 
discussed their findings that later supported existing themes or added to unique themes.  The 
themes and representing narratives are presented below. 
 
6.4.1 Facilities.  Within the students’ interest to know more about “inclusion child”, 
most inquiries were focused on exploring facilities that were dedicated for or could be 
accessed by students with disabilities.  
 
Inquiry: What are the facilities for inclusion children?  
Facilities for inclusion children are a toilet with a handle and a sitting toilet, a toilet for 
other children is a squatting toilet. And then there is, what is it...ramp, yes a ramp for 
inclusion children when they walk. Because there are inclusion children who have 
difficulties in walking, so this is a special way to help. Mmm this is for mmm...visual 
impairment, also for balance, inclusion children who have less balance or difficulties in 
walking.  
 
In this school we also have a poster that shows that this school is an inclusion school. 
So this poster says, "We can, because we are extraordinary" There is a child who 
cannot walk, probably impaired or paralysed, and this one is...mmm... hyperactive 
maybe, and this one maybe, what is it ... mmm...well I can't see (the disability) actually. 
The message means children with special needs must have strengths.  
 
There is also a special chair for children with special needs. The desk can be open and 
close. So that hyperactive children do not move too much, so that (they are) easy to 
handle. I know a lot from the inclusion teacher, for example like Ms Indra, she likes to 
explain if I ask what is the function of this and that, she will explain.   (Cyntia, Year 6 
student). 
 
Figure 6.15. Student led inquiry: Special chair.  
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This is special for children with special needs in the inclusion room. (Cyntia, Year 6) 
 
Inquiry: What are the things needed by inclusion children? 
If inclusion children get sick, they go to the sick bay, there is a bed, pillow. This is a 
basketball hoop. It does not have...what is it....mmm...you know... There is no ring. 
Inclusion children need it to practice basketball. Inclusion children who are good, such 
as Lestari and Ruri. Not so good, for example Sugiri, Afik, his speaking is not clear, 
cannot play basketball. Soccer ring for inclusion children to practice. So that they can 
play ball. Only good inclusion children use this soccer ring. If their condition is not 
good, they need help from the teacher.  (Aisya, Year 1 student) 
 
Inquiry: What are the things kept in the inclusion room? Is there any book that can 
be used both for regular children and inclusion children?  
 
Trampoline. They learn to jump so they can jump. Other children already can jump. 
Bicycle. For inclusion children to learn to cycle. So that they can cycle like any other 
children. There are books for regular and inclusion children. Student worksheet.  
(Minah, Year 2 student) 
 
 
Figure 6.16. Student led inquiry: Inclusion room.  
Written description: CWS class (Children With Special Needs). (Minah, Year 2 student) 
 
This is ABK class. Class for children with special needs. Other children cannot enter 
here. ABK can go to regular class. Well, regular children could come here during 
recess but not for studying.   (Minah, Year 2 student) 
 
The findings in the students’ inquiries showed that the students explored facilities not 
limited to what was provided in the inclusion room but also in the school environment.  
When describing their photos, the students extended their explanations from describing the 
equipment to qualities, images and abilities of students with and without disabilities. Students 
with disabilities were perceived as “must have strengths”, “to be handled”, “need help”, 
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“need practice”, “learn to jump”, “learn to cycle”, while students without disabilities were 
seen as able to do the skills that the students mentioned. 
 
6.4.2 Learning.  The students also wanted to understand matters around learning such 
as the learning needs and differences between learning for students with and without 
disabilities.  
 
Inquiry: What are the difficulties for inclusion children in reading and speaking? 
I want to know how Sugiri is learning to read and speak. Writing result is not bad. Left 
hand. This is (photo) when he talked to his teacher. His voice was not loud enough. He 
was reading from the textbook. His voice was soft and not really clear.   (Nindya, Year 
4 student) 
 
Inquiry: What are the differences between learning for regular and inclusion 
children?  
For the regulars, there is one teacher in one class, they learn together. For inclusion 
children, there are two types, first, inclusion children who can interact with other 
children are usually placed in the regular classes but helped by an assistant teacher so 
that they will not experience any difficulties. The second one is inclusion children who 
cannot be with regular children, maybe they often get bullied or maybe they cannot 
communicate, they are placed in the inclusion class with the help of a special teacher.   
(Cyntia, Year 6 student). 
 
Inquiry: Why do inclusion children have to be with special need teachers?  
Because if they don’t have teacher assistant…, if they find difficulties they can ask the 
assistant. So that they are not naughty. So that they can work on their tasks.   
(Mutia, Year 6 student with disability) 
 
Figure 6.17. Student led inquiry: Inclusion children attached to special education teacher.   
(Mutia, Year 6 with disability) 
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The findings from the students’ inquiry about learning revealed perceptions of the 
students with disabilities as needing much help and dependent on the special education 
teacher. Further, the dependency on special education teachers was seen by the students as 
not only related to needing help when facing difficulties, but also to regulating the students 
with disabilities so that they were not “naughty” and could focus on task. In this student led 
inquiry, the image of the special education teacher as an attachment to students with 
disabilities strengthened a student report presented previously on the theme of bullying, 
where the presence of special education teachers was seen as an identifier of students having 
disabilities. 
Additionally, from the themes of facilities and learning, the students’ inquiry also 
revealed that the children have vocabularies of disability diagnosis (e.g., visual impairment, 
hyperactivity), and observe and evaluate the degree or severity of the disability whether it is 
seen in physical appearances such as “less balance”, “difficulties in walking” and “voice is 
not clear”.  There was also evidence of noting non-physical attributes, using terms such as 
“good”, “not so good”, “can interact with other children”, “cannot be with regular children” 
and “cannot communicate”, by observing diversities of appearances and capabilities of their 
peers.  
Although commonalities of interest shared by the students were found in the student-
led inquiry, one student, Anang, a student in Year 3 with a diagnosis of ADHD, wished to 
explore a topic beyond inclusion: Why my teacher smokes?  Initially, the researcher felt 
hesitant with his inquiry, however, discussion in the interview with Anang revealed what a 
teacher means for students, especially for students with disabilities.  
Anang:  The teacher does not obey the school rule. Smoking is not allowed 
here. There is a sign over there. But, why does my teacher smoke? 
But, secretly, no one knows, if someone walk passes him, say his 
student, he refrains from smoking. 
Researcher:  What do you think a teacher should do? 
Anang:  Teach children in the class. And help inclusion children who cannot 
write or read. And read aloud the school exam problems.  
Researcher:  What do you think about your teacher? 
Anang:  During school exam for example, my teacher would ask permission 
from the special education teachers to go home early or to go to his 
office, but then he goes to the back of the school to smoke. The 
special education teachers sometimes will replace him. Sometimes, 
my special education teacher or the other student's special education 
teacher are given many tasks for the children to work on, so that the 
children are not noisy.  
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From Anang’s account, a hope to have a teacher who becomes a proper role model for 
his students, commits to his teaching profession, supports students who have additional 
learning needs such as reading and writing, and shows good work ethics when working 
collaboratively with colleagues is evident. Anang proposed qualities of inclusive teachers 
needed by all students.  
The student led inquiry provides us with valuable information on what children 
understand and think about practices of inclusion in the school. These findings the researcher 
committed to share with the students and the school staff in the next phase of sharing the 
data. 
 
6.5 Making sense of the evidence: Sharing results with students and teachers.   
6.5.1 Sharing results with the students.  This session was conducted with the purpose 
of reporting back the general results to students, and hearing updated reports from the 
students.  Four students attended the session in which they recalled the research process, 
provided their agreement on the interpretation, and offered reports on their current 
experience. 
 
6.5.1.1 Bullying.  The students reported that in their judgements incidents of bullying 
had decreased over the past year.  One aspect that had caused the decline was that a fine 
system had been put in place for bullying acts.  The fine system required children who were 
caught in a bullying act to pay money or to serve as student-on-duty with a task of cleaning 
up their classroom for a week or more.  The bullying act included name-calling of an 
“inclusion child” and “ABK”.  One student reported when the researcher asked if the name-
calling continued: 
 
No. Got discouraged. Because usually it is boys who do the name-calling, the girls will 
report to the teachers. [they] will get a fine and serve duty for a week or sometimes 
even a month [sweep the floor]. (Lestari, Year 3 student with disability) 
 
Fines can be money or to clean the classroom for two weeks, usually 5000 rupiah and 
the money is kept for example to visit a friend who is sick.   (Ruri, Year 6 student with 
disability) 
 
In contrast to her report during the main research process where Ruri voiced her 
concern of being excluded from social interactions, she now reported the situation had been 
better in regards to having friends.  She felt that this was related to the fine system being 
imposed on all students.  
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My friends sometimes are from inclusion class and sometimes are from regulars. 
Sometimes it is mixed. Sometimes regular, sometimes inclusion. We play together. The 
regulars are E, S, R. It is better this year. We help each other. We don't mock each 
other.  (Ruri, Year 6 student with disability) 
 
While the condition regarding bullying had improved, there was no account from the 
students’ report about understanding as to why name-calling was not appropriate practice.  
This may indicate unchanged attitudes of peers towards students with disabilities as students 
stopped doing the name-calling only to avoid punishment. 
 
6.5.1.2 Division between regular and inclusion.  Discussion with the students also 
involved the topic of “inclusion day” or what the school also called “therapy session” every 
Saturday.  Ruri reported that the program was still running and mentioned that the ‘regular’ 
children did not need to join.  
 
We are asked to play. Jumping up and down on the trampoline. They (regulars) don't 
need to join the therapy. They (regulars) are clever.   (Ruri, Year 6 student with 
disability)  
 
After hearing the explanation, the researcher turned to the other students to confirm if 
they agreed that they did not need to join and if they would be interested in joining the fun 
activities.  Nindya and Lestari who are ‘regular’ students replied that they did not want to join 
since they already have those types of activities during school recess.  The division between 
regular and inclusion is rooted in an activity such as inclusion day and affects the image and 
status of being either an inclusion child or regular child. 
 
6.5.1.3 Year retention.  The students did not talk about the issue of year retention in the 
previous phase but during the session of data sharing a student reported that if students got 
sick and could not attend school they have to repeat the lessons that they missed.  In the light 
of this matter, the researcher asked if there was any student repeating the same year level or 
being retained.  
 
Lestari:  If someone gets sick she/he has to repeat the lesson 
Reseacher: Repeat the lesson? Do you mean if someone could not attend school 
because he was sick he has to repeat the lesson? 
Lestari:  Yes 
Reseacher:  Is there any student who has experienced year retention? 
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Risma:  Everyone is promoted 
Researcher:  So no one is being retained? 
Nindya:  There is one in my class, regular, who is being retained. 
Researcher: So regular children can be retained? 
Nindya: Yes. 
Researcher: What is the case for inclusion children, everyone gets promoted? 
Risma: Yes. 
 
From the students’ report it was concluded that students with disabilities in this school 
get promotion to the next year level, while regular students can experience year retention.  
The students did not give any further comments on this matter.  An informal conversation 
with a special education teacher also confirmed that students with disabilities get promotion 
each year, specifically students with intellectual disability. 
 
6.5.2 Sharing results with the school staff and parents.  A similar reporting session 
was held to present the general results and hear feedback from the principal, teachers and 
parents.  When the researcher came back to the school to conduct the session, a new principal 
had been assigned to the school.  The reporting session, which was arranged by the principal, 
was surprisingly an enrichment session not only for the teachers of the school but also for 
teachers from other public primary schools within the local area.  The session was conducted 
in a seminar format with around forty participants.  The presentation was followed by a 
Question and Answer session.  Responses collected were only of those from teachers and 
parents of the school. 
 
6.5.2.1 Label of inclusion.  Various themes emerged in the Question and Answer time.  
However, one major theme that attracted many participants' attention was the label of 
inclusion.  One teacher gave her response: 
 
From the result you presented, hearing the children's voice, it can be feedback for 
myself and other teachers who teach in inclusion schools. What do we need to 
improve? To enhance our competencies. I tend to..., I have lack of things as a 
classroom teacher. Often labels just come out of my mouth unconsciously and I want to 
erase it.   (A teacher response in the group discussion) 
 
The teacher expressed that she took the student voice as feedback.  She realised the 
need to remove the practice of labelling from her personal and professional attitude.  Another 
teacher gave her evaluation on the labelling, especially on the effect of “inclusion day” and 
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“inclusion room” on students with disabilities’ self-identity and the view of students without 
disabilities towards the students with disabilities.  
 
From the interview that you did with the children, we learn that some children know 
what inclusion is, some don’t. Our children in this school can differentiate whether A or 
B is a child with special needs, that is from my own observation in my class. Every 
Saturday we have a special activity for inclusion children. Those children will ask me, 
"Ms, this is Saturday, I am going to go to inclusion class". So maybe this is why 
children can differentiate. Every Saturday they go, automatically they understand that 
they are inclusion children, because every Saturday 'I am in that room'. The other 
children who are not inclusion or who do not have special needs, the regular children, 
see the special needs children in the inclusion room. They know that A, B, C are 
inclusion because they are in the inclusion room. So, regarding the room labelling, is it 
correct to put inclusion label? Or if in the future there is an alternative name that is 
better or more humane so that children will not put a label on the other children that 
they are inclusion.  (A teacher response in the group discussion) 
 
The teacher suggested to the school to rethink about the label of the inclusion room and 
find an alternative for it, indicating an attempt to attend to the student voice.  A parent also 
added to the discussion on labelling seeking advice as to whether she needs to explain to 
other parents that her son is an “inclusion child”: 
 
My child was in Year one. I did not realise that he had special needs. So I sent him to a 
regular school. In the beginning, my child was very diligent, but after three months it 
was revealed that he was ABK. He was taken to a psychologist and I was told to change 
school. I went to all schools in Yogyakarta but none of them wanted to accept a 
transferring student. So I waited until the following academic year. Now he is in this 
school. I am really grateful that he is accepted. But it is very hard to make him to go to 
school. Every morning he wants to go to inclusion class. When I meet other parents (of 
same age children) sometimes I feel not sure. If I explain what year is he, which is in a 
lower year level because I waited for the new academic year, other parents would say, 
"What is wrong with your son?” Do I have to explain to other parents that my child is 
an inclusion child? My son realises that he is an inclusion child. He feels inferior. Each 
time he goes to school he is hiding behind me. When he sees his special needs teacher 
then he will come out, but if his special needs teacher is away he does not want to join 
school. (A parent response in the group discussion) 
 
It can be seen from the parent’s descriptions that the label impacts on the child’s self-
esteem, creates the child’s reliance on the special education teacher and detaches the child 
from the school community.  
In addition, another example of labelling emerged when the new principal, after the 
meeting, approached me and confirmed that the issue of labelling needs to be changed. The 
principal provided one instance she encountered herself.  She stated, “I once found a 
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classroom teacher put a label on a chair in her classroom. It read “Chair for ABK”. I tore it 
off.”  
The responses towards the student voice reveal a gap of understanding of inclusive 
education among the school staff, in particular between the teachers and the new principal.  
The gap in understanding inclusion manifests in differing views and attitudes towards 
students with disabilities and about how practices in an inclusive classroom should look like.  
The responses also show that the school community attended the student voice with a focus 
on addressing the issue of labelling which could bring a positive difference to the inclusive 
climate of the school. However, careful attention needs to be taken in order for the school 
community to free themselves from the fixation on having labels to replace labels. 
 
6.6 Conclusion 
The student voice primarily addressed issues of social life in the school.  It was 
concerned with the social division between ‘regular’ and ‘inclusion’ children.  Making 
friendships with classmates from both ‘inclusion’ and ‘regular’ classes and being free from 
bullying were some hopes the students with disabilities reported.  Potential contributing 
factors to the social division may include the attachments in various forms such as the 
“inclusion child” label, different colour uniform for students with disabilities, regular 
schedule to study in the inclusion room, and special education teachers being attached to the 
individual student with disability in the mainstream classes.  Greater interest in exploring the 
world of all children as shown in the student-led inquiry can be seen as an opportunity to 
bring the two ‘sides’ together. 
While the school has provided opportunities for social interaction for all students, a 
higher value on academic achievement appeared to disallow the importance of social 
interaction.  The significance on academic achievement may also relate to the assignment of 
the school to accept students with disabilities with normal or higher IQ and the 
encouragement for students with intellectual disability to move to special schools.  
Even though teachers’ attitude towards students with disabilities was reported as 
generally unconstructive by parents and students, a positive response from the school 
community emerged after listening to the student voice.  The teachers reflected on their 
profession as educators and the school environment.  The teachers’ enthusiasm to address the 
issue of labelling with the support of the new leadership shows great potential for the school 
community to realise the student voice. Teachers in the third school also showed greater 
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acceptance towards students with disabilities. The positive response of teachers in the third 
school may relate with the teachers’ reflective thinking towards the students’ voice. 
This chapter concerning the third school ends the case studies of student voice on 
inclusion in those primary schools appointed as Schools Providing Inclusive Education. Next, 
the following chapter presents a synthesis providing summaries and comparisons of findings 
of the three case studies. 
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Chapter 7:  
Cross Case Synthesis 
 
7.1 Introduction 
This chapter presents a cross-case synthesis, which summarises and compares the 
findings from the three school cases.  Yin (2014) describes a cross-case synthesis as a process 
of observing patterns within findings across cases by examining each individual case within 
multiple cases.  Three patterns were found in the findings comprising: (1) common student 
experiences in inclusive schools; (2) resources and support for inclusion; and (3) barriers to 
inclusion and exclusionary pressures.  The following sections present each pattern and 
subsequently a concluding comment completes this chapter. 
 
7.2 Summary of all findings 
Figure 7.1 below presents a map of the summary of findings of student experiences of 
inclusion. It displays the results of all themes across all schools found in the students’ 
drawings and photos, and data elicitation in interviews and focus groups, generated both from 
the research questions and the student led inquiries.    
The summary of all themes of student experiences can be presented by employing three 
overarching categories of social domain, academic domain and identity. Themes under social 
domain are play, friendship, bullying, while themes under academic domain are studying, 
unproductive behaviour, year retention, movement between regular and special classes, 
learning support, and non-participation. Themes of image, uniform and labelling constitute 
the category of identity. In addition to these categories, a category of others is provided to 
include themes of the meaning of inclusion, unhealthy food, and facilities. 
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Figure 7.1. Summary of findings of student voice on inclusion 
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7.3 Common Student Experiences in Inclusive Schools 
The first consideration, when examining and comparing the findings, was to see if there 
were recurrent themes appearing in all schools. The synthesis identified reiterating themes 
expressed by all school participants. This scrutiny provided the first pattern of common 
student experiences within the three Schools Providing Inclusive Education.  
The common themes are presented in Figure 7.1, a map summarising all themes of 
student experiences of inclusion with an identification of common themes that appeared in all 
the three school cases. The seven common themes are; play, friendship, bullying, 
unproductive behaviour, movement from regular to special/inclusion and vice versa, 
labelling, and image. Images for these are shown in bold black outlined rounded rectangles.  
The rest of the themes are unique to one or two schools, shown in blue rounded rectangles. 
These common themes provide information on factors that were of greatest interest to 
students as well as a concern in the broader context of SPIEs. The common themes, 
especially play, friendship, and bullying, draw attention to the contribution of social 
interactions in developing inclusion in school context.  The themes of unproductive 
behaviour and student movement from regular to special and vice versa indicate the 
importance of teaching and learning approaches in efforts to provide inclusive learning 
experiences. It may imply that teaching approaches resulted in the low level of student 
engagement in classroom activities. It may also represent teaching approaches whereby 
students were typically treated as a homogenous group where their diverse abilities were not 
incorporated into learning so that students had to be moved to special classes whenever they 
were considered as failing to meet the ‘homogenous’ standard. Meanwhile, the themes of 
labelling and image indicate the importance of attention to language use around disability and 
inclusion; and to individual as well as group identity development in efforts to uphold the 
principles of inclusion. 
Within each of the common themes, the researcher further inquired as to whether there 
were similarities and differences within the student voice across the school cases through 
comparing students’ accounts.  The comparison of these similarities and differences within 
the common themes is presented in Table 7.1. The similarities of students voice across 
schools are presented in italics. 
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Table 7.1. Comparison of common student experiences of inclusion across all schools  
Common 
themes Belajar Rajin Prestasi 
Play recess time, 
hopscotch, soccer, 
Dakon, playing with 
friends 
recess time, 
hopscotch, playing with 
friends 
recess time, playing 
with friends 
 
Friendship 
 
want to have friends, 
classmates who do not 
hurt 
 
regular class with more 
class mates, inclusion 
class with kind friends 
 
want to have friends, 
inclusion class with 
kind friends 
 
Bullying 
 
name calling inclusion 
child, social isolation, 
mocking parents’ name, 
hitting, kicking, pinching 
 
name calling ABK/ 
inclusion child 
 
name calling 
ABK/inclusion child, 
social isolation 
 
Unproductive 
behaviour 
 
bored, passive, fighting, 
noisy class 
 
avoiding subjects, do not 
want to write  
 
passive, sleeping 
 
Movement from 
‘inclusion’ to 
‘regular’ and 
vice versa 
 
need help 
 
can do the lesson, happy 
when moved to regular 
 
Saturday/inclusion day 
 
Labelling 
 
inclusion child, inclusion 
room 
 
inclusion child, 
special/inclusion classes 
inclusion day,  
 
inclusion child, 
inclusion room 
inclusion day  
 
Image of 
students: with 
disabilities 
 
without 
disabilities 
 
special needs, will be 
retained forever 
 
 
 
 
special needs, do easy 
things, rely on ‘regular’ 
students 
 
popular, smart, so much 
to learn 
 
need help, rely on 
special education 
teacher, dumb, blank 
 
As shown in Table 7.1, the students agreed that engagement in play during recess time 
with various types of sports and active play were happy experiences and this relates to 
interaction with friends or classmates.  With regard to social life, the students expressed a 
similar wish to have a friend or more friends, especially ‘regular’ students. In the case of 
Rajin, the students viewed attending the mainstream classroom as an opportunity of having 
more friends.  However, the students from Rajin PS, and Prestasi PS similarly, reported that 
they preferred going to the inclusion classes as they offered a safe space with less bullying 
and with friends who were more kind.  This relates to the next common theme of bullying.  
The students wished to have kind friends and engage in play that was free from bullying. A 
similarity associated with bullying found in all schools was name-calling, rooted in the 
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labelling practices such as “inclusion child”. In this theme of bullying, social isolation of 
students with disabilities was seen in Belajar PS and Prestasi PS, schools which do not have 
permanent “inclusion classes” in comparison to Rajin PS. This may indicate that the system 
of withdrawing students with disabilities from the regular to special/inclusion room created 
more vulnerability for the students experiencing social isolation. However, it may also 
indicate a comfort zone of permanent “inclusion classes” offering a ‘special’ community to 
the students with disabilities which evidently created a deep division between special and 
regular in the Rajin PS case. 
A further set of common themes was unproductive behaviour and movement from 
regular to special/inclusion class and vice versa. The students showed differing forms of 
unproductive behaviours from disengagement, to aggressive or passive behaviour. The 
students also reported differing reasons triggering those behaviours including getting bored in 
class, relations with the teacher, lessons perceived as too hard, and too much writing. Some 
suggestions from the students to address this matter have been presented in the previous 
chapters such as “We should play and do group work when learning”; “Children do not have 
to study all the time”; and “Children do not have to write all the time”. In regards to student 
movement between classes, the students from Belajar PS were withdrawn if they needed one-
on-one support while students in Prestasi PS attended the inclusion classes on a regular basis 
every Saturday. Students in Karangnyar experienced movement from regular to 
special/inclusion depending on their academic performance. The students from Rajin PS 
expressed happy feelings when moved to ‘regular’ classes.  
The last group of common themes is labelling and image of students with and without 
disabilities. The common label used in all schools was the name-calling “inclusion child” to 
address students with disabilities. This, arguably, had an impact on the subsequent theme of 
image of students with disabilities who were seen as having a lower status by the ‘regular’ 
students with characteristics such as being less intellectual and being dependent on special 
education teachers and students without disabilities. 
 
7.4  Resources and Support for Inclusion 
The second observation of patterns generated a further array of recurrent themes of 
possible facilitators for inclusion found within each school and across all schools.  These 
recurrent themes were found within the students’ reports in the categories of social domain, 
academic domain, and others. Themes that are positive and facilitative for inclusion and 
therefore could be considered as resources and support for inclusion, were identified.  
 211 
Resources included different types of physical facilities, while support involved assistance 
from teachers and peers and activities that help learning. This pattern of resources and 
support for inclusion within each school and across all schools is presented in Table 7.2. 
 
Table 7.2. Student experiences of resources and support for inclusion 
School Student experiences in specific school Shared across all 
schools 
Belajar play; friendship; studying; year 
promotion; learning support (special 
education teacher) 
 
 
 
 
play;  
friendship 
Rajin play; friendship; 
concrete ramps 
Prestasi play; friendship; learning support (special 
education teacher); toilet; special chair; 
ramps; sports equipment 
 
Two themes of play and friendship were mentioned before in the first pattern of 
common students’ experience. In this section, those two themes emerged as shared themes 
across all schools with regard to support for inclusion as shown in Table 7.2. This finding 
accentuates the importance of experiences of play and friendship in the school context. The 
students commonly viewed play and friendship as important matters to them that these two 
factors could play an important role to enhance inclusion. This shared voice of play and 
friendship, however, the researcher argue, is still in the form of potential support for 
inclusion.  The students viewed play and friendship as their happiest experience at school, yet 
the students’ report did not show evidence that play and friendship were already in place or 
utilised to support inclusion in the schools. The students signalled that play was their most 
significant and happy experience and suggested teachers should incorporate play into their 
learning. Likewise, the students reported friends were an important part of their learning that 
brought motivation, yet having a friend or access to a wider peer group was limited and 
teachers did not incorporate social interaction into their learning. 
The pattern also suggests that the students from Rajin PS and Prestasi PS 
acknowledged facilities such as ramps, toilets, and sports equipment are necessary for 
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themselves or their peers with disabilities to access the school environment or to support their 
learning.  The students from Belajar PS did not mention facilities, and this may be due to the 
fact that no students who required mobility support were enrolled in the school.  The absence 
of a report around facilities in Belajar PS could also be due to the students being unfamiliar 
with inclusive facilities, since the school has no accessible facilities such as ramps or toilets. 
Compared to Rajin PS and Prestasi PS, students in Belajar PS expressed studying as a 
happy experience and that it was the key to year promotion. While the three schools provided 
special education teachers for learning support, the students from Belajar PS and Prestasi PS 
did not always have access to the support of special education teachers.  The students from 
these two schools expressed their views on special education teachers as being a significant 
support to their learning in mainstream classrooms. In the case of Belajar PS specifically, 
experience of year promotion had a significant impact on the lessons becoming more difficult 
thus the students needed more support. However, in the case of Prestasi PS in which 
individual students were required to have a private special education teacher, the continuous 
‘attachment’ to a special education teacher might shape the negative image of the students 
with disabilities as reported in the following section. This observation showed the role of 
special education teachers as a much needed learning support, yet critical evaluation on their 
position based on the students’ feedback is needed to heighten inclusive practices and not 
exclusionary pressures.   
 
7.5 Barriers to Inclusion and Exclusionary Pressures  
The third observation of pattern in the findings revealed recurrent themes that are 
negative or hindering inclusion found within each school and across all schools.  These 
recurrent themes were found within the categories of social domain, academic domain, 
identity and others.  These can be regarded as barriers to inclusion, and exclusionary 
pressures.  The student experiences of barriers to inclusion and exclusionary pressures within 
each school and across all schools are presented in Table 7.3.  
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Table 7.3 Student experiences of barriers to inclusion and exclusionary pressures  
School Students Experiences in Specific School Shared Across All Schools 
Belajar bullying; labelling; image of students with 
disability; movement/withdrawal to inclusion room; 
year retention; lack of learning support in 
mainstream class; unproductive behaviour; 
unhealthy food 
 
 
 
 
bullying;  
labelling;  
image of students with 
disabilities; 
movement/withdrawal 
from inclusion 
room/special class to 
mainstream class; 
unproductive behaviour 
Rajin bullying; labelling; movement from regular to 
special class and vice versa; year retention; 
unproductive behaviour; image of students with 
disability, non participation in school curricula or 
extra-curricula due to disability  
 
Prestasi bullying; labelling; movement/integration 
(placement both in mainstream and inclusion class); 
unproductive behaviour; lack of learning support in 
mainstream class; attachment to special education 
teacher; smelly toilet 
 
Table 7.3 shows barriers to inclusion and exclusionary pressures within each school 
and across schools.  The shared themes among the three schools regarding barriers and 
exclusions were bullying, labelling, identity, movement or withdrawal from “inclusion room” 
or special class to ‘regular’ or mainstream class, and unproductive behaviour.  In addition to 
this, revisiting Table 7.1 provides information on similarities and differences within these 
shared themes of barriers to inclusion between schools. Table 7.1 gives more detail on the 
comparison of forms of bullying, labelling, identity, movement and unproductive behaviour 
that the students experienced.  
When looking at barriers in specific schools, a lack of learning support was found in 
schools that do not have a permanent support class, such as in Belajar PS and Prestasi PS, 
where students with disabilities who do not have their own special education teacher did not 
receive additional support from the classroom teachers.  Interestingly, in the case of Prestasi 
PS, the requirement of having a private special education teacher for an individual student 
with disability also acted as a barrier as it was like an attachment that distinguished students 
with disabilities from their peers.  
Another theme comparable between two schools was the issue of year retention.  The 
topic of year retention was evident in the case of Belajar PS and was found in the students’ 
drawings as well as in interviews and focus groups with the students who had experienced 
retention.  In the case of Rajin PS, year retention was of the students’ interest in a focus 
group held to discuss their opinions on the idea of year retention, whereas in Prestasi PS the 
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students mentioned it less often and only in response to my question, thus it was not of 
genuine interest.  Although SPIEs generally apply a different Minimum Passing Grade for 
students with disabilities that allows them to always promote students with disabilities, cases 
of year retention were found in Belajar PS, while the students from Rajin PS and Prestasi PS 
reported no year retention of students with disabilities. The fact that Rajin PS and Prestasi PS 
did not apply year retention may relate to the schools’ policy of placing students with 
intellectual disability or those considered not “capable’ of following mainstream lessons, in 
the inclusion classes. The students with intellectual disability placed in the inclusion classes 
had different lessons and different assessment compared with those placed in the mainstream 
class who most likely faced assessment (i.e., written tests) requiring ‘regular’ standards.  The 
student voice on year retention provided critical information about how schools should 
provide for all students, especially access to age appropriate educational and social 
engagement, as the system of Minimum Passing Grade may not be compatible with the 
principle of inclusion. 
 
7.6 Conclusion 
The schools were different in their social economic background and in their 
pedagogical practices. Each school was different in the way of providing learning support for 
students with disabilities. The first school, only has two special education teachers assisting 
all classes; the second school has special classes at year level from Year 1-6; and the third 
school accepts children with disabilities who have average to higher IQ or who were gifted 
and requires parents to provide their own special education teacher to assist individual child 
with disabilities. The maximum variation sampling used in this study did not result in 
differences given the consistency of the findings across the schools. 
The cross-case synthesis provided information on patterns within the findings across all 
schools.  The patterns involve common themes; resources and support for inclusion, and 
barriers to inclusion and exclusionary pressures.  This synthesis will be used as a basis to 
address the research questions and further discuss each of the findings in the Discussion 
chapter. 
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Chapter 8:  
Discussion and Implications 
8.1 Introduction  
This study involved primary school students in three Schools Providing Inclusive 
Education in Yogyakarta as co-researchers using a range of arts-informed methods of 
drawings and photos to investigate the implementation of inclusive education. Student voice 
is at the centre of this study and plays a significant role in understanding what is happening in 
the schools designated as Schools Providing Inclusive Education, in Yogyakarta, Indonesia. 
In this chapter, the researcher answers the research questions and discuss the findings of the 
research. The first section of this chapter provides answers to the research questions. 
Following this, the researcher discusses each of the research findings using three overarching 
key areas of social domain, academic domain and identity domain. The researcher then 
elaborate on the implications of these findings for policy and practices in inclusive education 
in Indonesia.  the researcher concludes the chapter by outlining the limitations of the research 
and implications for further research.  
 
8.2 Exploring Responses to the Research Questions 
This section addresses the research questions by using the results of the synthesis in the 
previous chapter. This study asked three framing questions to investigate student experiences 
of inclusion: 
1. How do the students feel, perceive and view inclusion?  
9. How are resources and support for inclusion experienced by the students? 
10. What are barriers to inclusion and to what extent do the barriers create exclusions, 
pressures and marginalisation experienced by the students? 
 
8.2.1 Students’ feelings, perceptions and views of inclusion.  
The students reported that there were experiences that made them feel happy and 
unhappy being in an “inclusion school”. In responding to the question, “What are your happy 
experiences in school?”, the most frequent response students expressed in their drawings was 
playing and interacting with friends, especially during recess. In their drawings, students 
drew play activities such as hopscotch, hide and seek, and soccer. For the students, the 
important aspects of play that brought happiness were being with friends and being outside. 
The notion of play with friends, however, also brought unhappy feelings especially for the 
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students with disabilities who hoped to have a friend or more friendships with ‘regular’ 
students.  
On the other hand, the most frequent response that made the students feel unhappy 
involved experiences of bullying and labelling. As with play and friendship, the themes of 
bullying and labelling are intertwined. The school members (i.e., teachers and peers) used 
labels such as ABK and “inclusion child” to refer to students with disabilities. This study 
suggests that the labels may affect the students with disabilities’ position before their peers 
and that the students with disabilities experience more bullying and victimisation. Having the 
label of “inclusion child” also affected their opportunities for having more friends and 
playing with “regular students”. The status of “inclusion child”, in the case of Karangnyar, 
resulted in the students’ placement in the “inclusion class” with a reduced number of 
classmates.  The status, more importantly, created a barrier between children with and 
without disabilities preventing them from sharing equal social relations. A lower status of 
“inclusion child” as seen by the ‘regular’ students created social isolation for the students 
with disabilities. 
The synthesis displayed in Figure 7.1 also showed the students’ perception or 
understanding of inclusion, particularly their understanding of inclusion school and the labels 
of ABK and “inclusion child”. The students had differing understandings of the two concepts. 
While some students defined inclusion school as a “school where everyone can learn”, many 
other students specifically mentioned that inclusion school is “a place for children with 
special needs”. These findings demonstrate that the perceived image of “inclusion child” is 
broadly understood by the student participants as children who “cannot read”, “cannot write”, 
“cannot do the math”, “do easy things” and “rely on other people” (e.g., special education 
teacher or ‘regular’ children). In regards to students’ feeling towards the perceived images of 
“inclusion child” or ABK, some students reported that they were fine when defined as an 
“inclusion child” and accepted “the fact that we have disabilities”. On the other hand, some 
students described conflicting feelings between accepting it, with an understanding that 
teachers needed these labels to identify students, yet hoping that teachers would not use the 
label. Meanwhile, some other students rejected being defined as an “inclusion child”. One of 
the reasons for the students’ acceptance of the label of “inclusion child” was that the label 
gave them placement in an inclusion class where they felt more accepted and were treated 
kindly and with understanding by their peers. The children who showed conflicting feelings, 
realised they had disabilities thus accepted the name calling, although they preferred teachers 
not to use the label. One student who rejected the label of “inclusion child” felt that the status 
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placed him at risk of being transferred to a special school, indicating the student’s socially 
constructed (mis)understanding about special schools.  These reasons indicate that the 
schools did not respond to the principles of inclusion for all students to feel they belong to the 
community; rather the claim of inclusion was to obey the system that required the schools to 
place students with disabilities in their settings. 
 
8.2.2 Students’ experience of resources and support for inclusion.  
The students reported tangible objects of physical facilities such as ramps, toilet, 
‘special’ chairs, and sports equipment provided at the schools or in the inclusion room as 
needed and useful for students with disabilities, refers to Table 7.2. Resources and support 
that the students observed also included special education teachers who were seen as 
important for the students with disabilities if they “need help”. Table 7.2 also shows aspects 
essential for positive social relationships in the school setting such as play and friendship, 
which can act as resources for upholding the principles of inclusion. However, the 
experiences of play and friendship belong more in the category of potential resources for 
inclusion rather than actual. Play, as the students reported, still took place mostly outside the 
learning setting and the students proposed a more playful approach in class (e.g., active 
movement as exampled in the varieties of play during recess, work in groups). With regard to 
friendship, some students expressed that these types of experiences were already positive for 
them, while for other students, especially students with disabilities, these experiences needed 
strengthening to enhance and widen their social interactions. These two ideas of play and 
peer support articulated by the students can be seen as potential resources for inclusion, 
especially to enhance learning engagement and a sense of belonging.  
 
8.2.3 Students’ experience of barriers to inclusion.  
Barriers to inclusion found in the students’ responses to exploring unhappy experiences 
were bullying, labelling and disengagement, see Table 7.2. The findings, concluded from the 
students’ drawings and my observations, show the various types of bullying behaviour. It was 
also noteworthy that only students with disabilities placed in the ‘regular’ classes reported 
bullying. This situation might give an insight into peers’ and teachers’ attitudes towards 
students with disabilities. The division between special and mainstream in forms of 
“inclusion class” and “regular class” seem to contribute to the exclusionary pressures, making 
inclusion less possible in this context. Additionally, even though the students viewed the 
presence of special education teachers as needed supports, the students also perceived special 
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education teachers as an identifier of the “inclusion child” and their attachment to students 
with disabilities differentiated the students from their typically developing peers. 
The answers to the three research questions that framed this study have provided 
information on how children feel and view inclusion as well as identifying barriers and 
supports to inclusion. Insights drawn from the answers highlight students’ experiences of 
inclusion and marginalisation. The next section provides a discussion on specific findings 
under these two overarching themes of inclusion and marginalisation in social and academic 
domains within schools. 
 
8.3 Focusing on the Findings: Inclusion and Marginalisation 
This section discusses all of the findings from student voice under two key domains in 
understanding inclusion in the school context (i.e., social and academic). Each domain 
stipulates attention to experiences of inclusion and marginalisation. The first subsection (i.e., 
inclusion and marginalisation in the social domain) comprises themes of friendship and play, 
bullying, and participation. The second subsection (i.e., inclusion and marginalisation in the 
academic domain) covers themes of studying, disengagement, and year retention. In addition, 
a third domain of identity is incorporated to discuss themes of labelling, image of 'special' 
and 'regular' students and uniform.  
 
8.3.1 Inclusion and marginalisation in the social domain.  
Social inclusion refers to the inclusion and acceptance of all students in the school 
community.  Students are regarded as persons that belong in the school where they 
experience positive relationships with teachers and peers, involvement in school activities, 
and feelings of belonging and these demonstrate the social inclusion of students in the school 
community (Petriwskyj, 2010; Specht, 2013). Observing students’ interpersonal relationships 
with teachers and with each other is crucial in terms of understanding how inclusion is 
manifested in schools and enhancing schools’ current practices. A sense of belonging and 
connection is also central to inclusion and this requires positive interpersonal relationships 
(Baumeister & Leary 1995; Beck & Malley 1998; Geddes 2006; Osterman 2000). 
Relationships, actions and interactions in social contexts were the overarching issues for the 
students in this study, with most iterations in the students’ narratives focusing on the themes 
of friendship and play, bullying, and non-participation in social events that will be further 
discussed below. 
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8.3.1.1 Friendship and play.  
All student participants in this study mentioned friendship and play (e.g., hopscotch, 
soccer or other active play during recess) in their reports. Comparably, this result supports 
findings in an earlier study (John-Akinola et al., 2014) that having friends and playing sports 
were the most common responses when primary school students were asked about what made 
them feel part of the school. These students reported that those school experiences 
contributed to positive interpersonal relationships and a sense of belonging that in return were 
significant in contributing to students feeling that they were members of the school 
community (John-Akinola et al., 2014). The present study also lends support to recent 
research in Saudi Arabia where play and friendships in school were vital to support the 
inclusion of all students (Dare, Nowicki, & Felimban, 2017). The study of Saudi children’s 
thoughts on inclusive education showed that ‘regular’ students could provide their support 
through their inclusionary behaviour such as friendship, helping with homework and 
including the students with disabilities in play. Carter et al. (2015) suggest that peer mediated 
social engagement especially peer support arrangements, is an effective approach to 
promoting social relationships within inclusive classrooms. Working alongside their peers 
allows students with disabilities to gain access to wider opportunities to practice social and 
communication skills, participate more actively in class activities, and develop relationships, 
all of which shape a sense of belonging and overall well-being. The benefits for students 
without disabilities are just as valuable, such as new friendships, personal development, and 
more importantly, better attitudes and stronger commitments to inclusion (Carter et al., 
2015).     
The finding of this study, which reported students’ preference for recess time and being 
outside the classroom, also aligns with a similar study on children’s voice on inclusive 
practices in primary schools (Adderley et al., 2015).  In the earlier study, which involved 
students from Years 1, 3 and 5 in one primary school in the north-east of England, Adderley 
et al. (2015) suggested that classrooms might be a preoccupation of teachers rather than 
students themselves. This means that teachers might focus on teaching the academic elements 
with limited attention to promoting the social relationships among students and teachers in 
the classrooms. Further, Adderley et al. (2015) argued that schools often undervalue students’ 
particular interest in friendships and most of their social needs have to rely on brief 
encounters during recess. This study in the Indonesian context, likewise, suggests the 
importance of integrating rich and positive social interaction in-class experience to improve 
the quality and nature of interaction within the classroom setting.  
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Equally important is the attention to promoting social engagement outside classrooms. 
In all schools of this study, there were instances when students talked about the worry of 
social isolation. The experience of Koko, Ita, and Risma showed that the worst thing for the 
students was to be excluded from play by the other students. The students expressed that 
having no one to play with made them “sad”. This finding is similar to results of previous 
studies on the phenomenon of social isolation experienced by students with disabilities 
(Mahbub, 2008; Adderley et al., 2015; Little, 2017) This result thus emphasises the 
significance of students’ interpersonal relationships in developing inclusive practices in the 
school context. Particularly important are the processes of social inclusion involving all 
students to promote a sense of connection and respect between peers so that children’s 
interpersonal relationships are not marginalised.  
In this study, it was revealed, especially from the first school, that younger students 
seemed to be more open to social inclusion. One possible reason why younger students seem 
to be more open to the possibility of inclusion than older students, the researcher argues, is 
that the academic demand in the lower grade (Year 1-2) was not as strong as in the middle 
(Year 3-4) or higher grade (5-6). The pressure gets more intense in the higher grades as a 
result of practices like individual student ranking in student’ reports and year promotion or 
retention. The awareness of ones own capabilities and comparing with others was heightened 
in the higher grades. The culture of competitiveness, who succeeded who failed, may also 
influence the acceptance of others. 
The stories of Karisma and Fani (i.e., the future movement of Karisma from special 
class to regular class and Fani’s response to his movement with subtle hope that he would 
come back to the special class), were a reminder of the limited social opportunities that 
children with disabilities experienced as a result of being segregated and placed apart from 
the ‘regular’ students. Anton’s term of “the class with many friends” with his hope to move 
from “the rear class” to “the front class” also illustrates that the students with disabilities in 
the school relied on the few peers in the special class for social opportunities. This situation 
illustrates the lack of choice and social restrictions that create a disabling situation of having 
no power to make decisions over social relations (Gwynn, 2004; Souza, 1997). Karisma and 
Fani’s voices taught us that friendships and human relations needed to have a higher status in 
the eye of the adults and urged us to examine the social attitudes that dominate the school 
community. 
Reports from students such as Adi, who kept visiting the special class after being 
moved to regular class, or Risma and Lestari, who preferred to go to the inclusion room 
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rather than the regular class to avoid peers’ aggressive behaviour toward them, indicated 
negative attitudes and rejection in the mainstream settings. This finding confirms the result of 
previous research in various contexts that students with disabilities in mainstream settings 
experience exclusion, rejection by friends and feel isolated (Dare, Nowicki, & Felimban, 
2017; Lindsay et al., 2013; Walton, 2011). Students with disabilities feel more emotionally 
secure in the special setting rather than in the regular one (Pitt & Curtain, 2004). This finding 
also signifies the importance of the processes needed to prepare all students so that they feel 
they are accepted and belong.  
 The right to friendships is considered as a fundamental human right and a vital part of 
being human (Jenkin, Wilson, Clarke, Campain, & Murfitt, 2017). This wide range of 
friendship and social interactions were reported in a study in Vanuatu and PNG (Jenkin et al., 
2017). The children with disabilities in Vanuatu and PNG talked about how school was a 
place to meet and spend time with other children and that school had an important role in a 
child’s life in terms of socialisation, not only skills development. Therefore, students are 
entitled to be supported with this important aspect of their life through school (Mason, 2000; 
Murray, 2002; Jenkin et al., 2017). The development of social inclusion in a school is 
influenced by children’s view of disability that will create acceptance or rejection of children 
with disabilities. In this regard, a school can prepare their students with information, and 
facilitate interaction to cultivate positive views and acceptance (Gaad, 2015). One of the 
strategies to create interaction between students with disabilities and typically developing 
peers is the buddy system (Curran & Runswick-Cole, 2013). Such a system would be one of 
the strategies within a school-wide policy on social inclusion. Whole school policy and 
support systems for all students to have positive social relationships also need to include 
ways of identifying and responding to bullying issues. Teachers’ role as facilitators in 
supporting social inclusion in the classroom can include a method such of utilising group 
activities to strengthen social processes and learning. This method can include seating 
students with disabilities with peers who can both serve as a role model and facilitate genuine 
relationships and employing cooperative learning during their lessons (Canges, 2010; 
Nilholm & Alm, 2010; Sailor, Dunlap, Sugai, Horner, & SpringerLink, 2009). 
 
8.3.1.2 Bullying.  
Bullying can be understood as an intentional action of harming others that repeatedly 
occurs over time and involves a relationship that includes an imbalance of power (Olweus, 
1993; Varjas et al., 2008; Vlachou et al., 2011). It includes physical behaviour (e.g. hitting, 
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shoving, kicking); and verbal behaviour (e.g., name-calling, verbal provocation, negative 
comments) (Fekkes et al., 2005), as well as social types of behaviour such as actively 
excluding someone from a social group (Roland, 1998). Olweus (1993) differentiates 
between direct bullying, such as open attacks on a victim, and indirect bullying that includes 
social isolation and interpersonal exclusion from a group. 
One finding from the present study was that experiences of students with disabilities in 
an “inclusion school” involved the type of indirect bullying of social isolation. Examples of 
interpersonal exclusion were evident in the stories of Ita from Belajar PS and Ruri from Rajin 
PS who reported social isolation by their ‘regular’ peers. Their exchanges supported evidence 
of forms of bullying such as exclusion and rejection, that many students with disabilities may 
have to live with (Rose & Gage, 2017).  A longitudinal study assessed the rate of 
victimisation and perpetration of students with and without disabilities in Year 3 to Year 12 
in the New England context (Rose & Gage, 2017). Results revealed that students with 
disabilities consistently experienced greater rates of victimisation and were involved in 
higher levels of perpetration than their peers without disabilities over the course of three 
years. The voice of Ita and Ruri highlight the need for intervention targeting all students for a 
positive social life in the school context. Rose and Gage (2017) suggest that because students 
with disabilities are highly represented within the bullying dynamic that schools should 
consider integrating a framework such as Positive Behavioral Intervention Support (PBIS) 
(Sailor et al., 2009) to prevent bullying. 
Although any student in any context can experience bullying, the students with 
disabilities placed in the “inclusion class” indicated a lesser bullying experience compared to 
those placed in mainstream classes. Inclusive settings provide students with disabilities wider 
opportunities for social interaction and greater access to the general curriculum, however they 
also pose unique risks for bullying to occur (Rose & Gage, 2017). The students’ report is in-
line with findings in a previous study (Allodi, 2002) showing that children require additional 
learning support, and children in special units feel that they were more at risk of experiencing 
bullying than regular children. Allodi (2002) further stated that although students with 
disabilities seemed satisfied with their school situation, they suggested that school should 
provide better protection, safety and security for them. Equally, more recent studies in 
Uganda, Australia and Ireland show that while children with disabilities included in 
mainstream school reported positive experiences, they also reported experiences of social 
isolation and bullying (Bannink, Idro, & Van Hove, 2016; Ring, 2016). This issue of social 
isolation and bullying towards students with disabilities found in the Indonesian context and 
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also in other countries may represent the status, image and position of students with 
disabilities before their peers within a mainstream environment. Moreover, it is argued that it 
involves a relationship that includes an imbalance of power between students without and 
with disabilities, that situates students with disabilities more at risk of experiencing bullying 
(Varjas et al., 2008).  
 
8.3.1.3 Non participation. 
 The students with disabilities from Rajin PS expressed their hopes to be involved as 
the student-on-duty in the weekly school assembly. They observed that privilege had been 
given to some ‘regular’ students. Young people with disabilities’ images are often 
undervalued, their voice is seldom heard and their lives rarely associated with ordinary and 
lively social activities (Murray, 2002). The students with physical disabilities also reported 
limited access to joining Physical Education lessons. Exclusion of students with disabilities 
from participating in sports lessons was also narrated in a study in Uganda (Bannink, Idro, & 
Van Hove, 2016).  
The student inquiry led by Karisma, for example, showed that students anticipate 
inclusive school as a place where everyone can learn and foster their interest and strengths 
(e.g., active participation in school assembly on the same basis as their peers). This result is 
similar to findings of earlier research looking at children’s perspective of inclusive education 
in Bangladesh (Mahbub, 2008), that being able to participate in learning and schools’ 
activities is a significant part of the principles of inclusion as it will bring a sense of 
belonging. Mahbub (2008) suggests that having a role in school activities and being given 
high expectations in learning would make students feel respected and valued, and hence 
contribute towards building inclusive cultures. School culture is inclusive if the community is 
not only accepting but also collaborative and stimulating, allowing all students to foster their 
interests through participation at school (Booth & Ainscow, 2002). As academic achievement 
and social inclusion are inseparably linked, schools should involve all teachers, classroom 
teachers and special education teachers, in positively influencing the social inclusion of 
students with disabilities in mainstream settings (Saddler, 2014).   
Barriers to participation are created by misconceptions and damaging beliefs about 
children's abilities/disabilities, needs, and privileges. Listening to the personal perspectives of 
Karisma who wished to be student-on-duty at the school assembly, and Ita who was rejected 
by ‘non-inclusive’ public schools, is vital to understanding and respecting that students have 
differences. In order to ensure the full participation of children with disabilities or students 
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who are seen to have “special educational needs” on the same basis as their peers, we need to 
create different kinds of schools; schools that see diversity as a given, that are willing to 
respond to diversity in ways that value everyone equally. Student voice can be a reminder 
and help schools to locate the misconceptions and beliefs and offer ways to respect the 
differences.  
Jenkin et al. (2017) revealed the ordinariness of students’ stories, telling of 
relationships, dancing, sport, recreation, leisure and cultural life as key priorities for children 
with disabilities in Vanuatu and PNG. Children with diverse and multiple disabilities talked 
about the importance of being included in recreational activities (e.g., music, singing, sports), 
customs and church ceremonies, as well as playing with friends, contradicting the 
professional interpretation of disability which assumes it requires an isolated ‘special’ 
environment to meet specific needs (Jenkin et al., 2017; Mason, 2000; Murray, 2002). 
Likewise, this study suggests that the schools need to remove barriers to social inclusion by 
promoting more opportunities for social interactions in various aspects of school life for all 
students, and to position social and personal well being as equal to academic demands. 
 
8.3.2 Inclusion and marginalisation in the academic domain.  
Academic inclusion refers to the inclusion of students with disabilities in regular 
classrooms and greater involvement in academic curriculum (i.e., not only in non academic 
subjects such as art, music and sport) (Ludlow, 2013) which requires teaching and learning 
strategies designed to promote access to the general curriculum for all students (Fisher & 
Frey, 2001). Placement of students with disabilities in mainstream classes does not represent 
inclusion if changes to curriculum and teaching and learning strategies are not in place (UN, 
2016). Inclusion and exclusion in the academic domain in this study covers themes of 
studying, disengagement, movement between ‘special’ and ‘regular’ classes and access to 
year promotion.  
 
8.3.2.1 Studying. 
 Even though it was not a dominant message, some students indicated that studying was 
a happy experience, and it was important for them to show good skills in reading, writing, 
math, attain good grades and move to a higher grade. It was observed that academic demands 
were high in all the three schools. This finding concurs with a study conducted in Bangladesh 
involving primary school children which explored their perspectives on inclusive education 
(Mahbub, 2008). A similar cultural expectation about coming to and being at school, 
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emerged in the students’ views of the importance of reading, writing, studying and hopes to 
learn better. However in Bangladesh, different conditions were found where children with 
and without disabilities viewed that their teachers held equal expectations of them, treated 
them the same in the lessons and offered the same amount of help by addressing their 
questions. Meanwhile, students in Prestasi PS perceived that the ‘regular’ students received 
more attention than the students with disabilities, and in the school case of Belajar PS, the 
approach was to provide after-school lessons to the students with disabilities in addition to 
usual class instruction.  
The story of Rahmat, who found an ‘unfair’ strategy to survive a test, and his hope for 
someone to teach him, indicated the poor connection between student and classroom teacher. 
Rose and Shevlin (2017) advise that making connections between school members so that 
each member feels part of the school was central to being an inclusive school. When 
connections are made with teachers and peers, students with disabilities will feel part of the 
community, their confidence can be enhanced, and they will have a safe space to ask for 
support that enables them to engage, participate and succeed in their learning. Connection 
also helps students to feel confident in seeking assistance as shown in a study on children’s 
views of acceptance in ‘inclusive’ mainstream schools in Ireland. The primary school 
children, who were assessed as having special educational needs, were aware that they were 
struggling in lessons but were generally confident in seeking help. The students commented 
on their ability to seek assistance directly from class teachers who they found to be 
supportive and understanding (Rose & Shevlin, 2017).  
The GPK (Guru Pendamping Khusus or Special Education Teachers) in this study in 
the Indonesian context were seen as needed by the students with disabilities, likewise Special 
Needs Assistants (SNAs) in the Ireland context were generally recognised by students with 
disabilities as being essential to their learning. The support from SNA was seen to provide 
important access to general curriculum and learning support through intervention roles, 
enabling students with disabilities to be included in lessons. However, in the case of Belajar 
PS and Prestasi PS, GPK were not always available to support the students so the students 
relied on the classroom teachers to provide positive connection and support. In many 
occasions, as evidenced by the students’ stories, the situation resulted in the students 
engaging in unproductive behaviour. 
 
8.3.2.2 Unproductive behaviour.  
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Not only did the students expressed their concerns over unproductive behaviour, such 
as getting bored in the class, unproductive behaviour was also evident from observations in 
all of the schools in different ways and intensity. The unproductive behaviour observed 
included sleeping, daydreaming, pausing for a different activity, and distracting others from 
learning. According to Sullivan, Johnson, Owens, and Conway (2014), forms of behaviours 
such as disengaged behaviours, disruptive behaviours and aggressive behaviours are 
categorised as unproductive student behaviour. It was observed at Rajin PS and Prestasi PS 
that forms of unproductive behaviour were mainly disengaged and disruptive behaviour while 
Belajar PS showed more aggressive behaviour.  
The students in this study viewed lessons as difficult, boring and/or requiring lots of 
writing (e.g., copying pages of work from a text book). This range of responses were found in 
other studies in which students reported that they felt demotivated where their time in school 
and lessons involved “too much writing”, “repeating work”, “every day being the same”, 
“copying” and “working from books” (Hopkins, 2008, p. 399). The students in this current 
study also suggested for teachers to incorporate play and group work in learning as exampled 
and narrated by from Belajar PS. The students’ suggestion concurs with a study on UDL 
implementation in classroom where students from kindergarten to Year 12 in Canada 
reported their preference over group learning when they study (Katz & Sokal, 2016).  
Like previous studies, disengagement in the learning process was reported by students 
with and without disabilities in the mainstream school context (Allodi, 2002; Mweli, 2012). 
The statements made by the students reveal a barrier in teaching and learning, indicating a 
lack of stimulating pedagogy that can facilitate learners with diverse needs. This finding 
sends a message for the need to reform learning approaches towards more flexible curricula, 
and teaching and learning methods adjusted to different strengths, motivations and interests 
(UN, 2016).  
One approach to responding to such problems is through examining the curriculum, the 
physical environment, resources and the teaching pedagogies. The key is to prevent students 
from experiencing disengagement that would lead them to becoming disruptive. The teachers, 
in mainstream classes, used the same curriculum for all students, the same materials and 
resources, and gave equal access to all children. However, teacher-centred approaches for 
instructional strategies when presenting lessons for all students with limited modification for 
students with disabilities might result in the disengaged behaviour. Evans (2017) stresses that 
flexibility within curriculum design and its delivery is vital to inclusive education. The 
flexibility should become the foundation for designing a class curriculum that meets the 
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needs of all students, from presenting lessons, supporting behaviour, to delivering 
assessments. When curriculum design is tailored to consider the personal needs of students, 
learning can be delivered in a dignified and meaningful manner (Evans, 2017). 
 
8.3.2.3 Year retention.  
In the Indonesian context, especially in the time when the study was conducted, it was a 
curriculum requirement for students to pass the Minimum Passing Grade (MPG) to be 
promoted to a higher year level. If a student failed to pass the MPG in three subjects at the 
end of an academic year, the child had to be retained in their current year level. This required 
the student to repeat the same year level using the same curriculum and instruction. This 
system applied to ‘regular’ students and students with disabilities who did not have 
intellectual disability. Students with intellectual disability, who generally were considered as 
“incapable” of following the mainstream curriculum, had a ‘different’ MPG which used the 
same score but represented a different level of complexity and difficulty in the learning 
material compared to those of ‘regular’ students. This system allows the students with 
intellectual disability to continually progress to a higher year level.  
The students from Belajar PS voiced their concern about year retention more than 
students from the other schools. These students experienced retention either from their 
previous ‘non-inclusive’ schools or when they were in Belajar PS. The students with 
disabilities in Rajin PS, who did not have experience of year retention, offered their 
constructive thoughts that all students should be promoted so that children would be happy 
and have the chance to continue their learning. The students with disabilities in Prestasi PS, 
who also did not have year retention experiences, paid little attention to year promotion. The 
schools in this study had seen changes in 2016 that all students would always be promoted as 
mandated in the new 2013 curriculum. This new curriculum could be a great support for 
inclusion as it allows students with different abilities to access education on the same basis as 
their peers and progress towards the same goals, thus provides a greater opportunity to 
celebrate and recognise diversity. 
 
8.3.2.4 Movement between special to regular.  
This study showed that movement of students from 'regular' to 'special' takes various 
forms. It can be moving students from the regular classes to the special classes, thus changing 
the student status from “regular child” to “inclusion child” or vice versa as exampled in the 
case of Rajin PS. In the same school, it can also be sending students with disabilities to join a 
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regular classroom in subjects that they are considered by the teachers as “able” to follow 
(e.g., dancing and religion lessons). It also can be withdrawal from the regular class to the 
inclusion class or inclusion room either on a regular basis as in Prestasi PS, or on a needs 
basis as in Belajar PS. In Rajin PS and Prestasi PS, for students to stay in the regular setting, 
they have to perform (i.e., they “can do the lesson”), a statement that was frequently narrated 
by the teachers and principals.  
To ensure that teachers do not end up in what inclusion policies are intending to 
prevent, Robinson (2014) argues that caution needs to be taken not to leave students feeling 
marginalised when they are removed from their mainstream classes to receive the additional 
support. The approach of withdrawing children from mainstream classes appears to pose 
strengths and limitations. In primary schools in the education system of Ireland, resource 
rooms managed by specialist teachers are provided to which children can be withdrawn in 
small groups for additional support. The students in Ireland reported that they favoured this 
approach. The students commended the positive attitudes of support teachers when working 
in these withdrawn situations such as giving praise and confidence to the students (R. Rose & 
Shevlin, 2017). In another study, Anderson (2009) reported that primary school students 
diagnosed with dyslexia who were taken out of their mainstream class to receive additional 
specialist support reported they had mixed feelings about being withdrawn from class. They 
mentioned that when taken out of lessons, they felt they were missing out on the activities 
going on in the classroom. However, when they were not taken out of the class, they felt they 
missed out on receiving the additional support (Anderson, 2009). Meanwhile, the students’ in 
Prestasi PS reported that they preferred to go to the inclusion room as it offered a safer space 
of social interaction. On the other hand, although the students with disabilities in Rajin PS 
(e.g. Adi and Karisma) also showed preference for the special class with regard to social 
interaction, they showed happiness towards their permanent movement to regular classes (as 
exampled by Adi, Karisma and Anton). 
Viewed from a different criterion of inclusion (UN, 2016), the practice of moving 
students from regular to special classes or vice versa poses barriers for students with 
disabilities to access the general curriculum on the same basis as their peers. It contradicts the 
principle of inclusion that the learning environment needs to be supportive to students’ 
diverse needs. What is more, the movement acts as a selection whereby students can be 
included, or excluded. As a result, students are deemed academically inferior, and excluded 
from participating in the regular curriculum and classroom  (Jackson, Ryndak, & Wehmeyer, 
2008; Ryndak et al., 2014; Dare, Nowicki, & Felimban, 2017). 
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It was even evident from the students’ stories and class observations that the classroom 
teachers in Belajar PS and Prestasi PS, whose schools did not have a permanent support class 
unit, gave more attention to ‘regular’ students. The task to cater for students with disabilities 
was left to the special education teachers who were funded by the schools for only a few 
hours, thus parents had to provide the support themselves. It could be argued that this practice 
does not uphold the Committee on the Rights of Persons with Disabilities (CRPD) that 
mandates “States parties must recognise that individual support and reasonable 
accommodation are priority matters and should be free of charge at all compulsory levels of 
education” (UN, 2016, p.6). In this regard, Vlachou and Papananou (2015) argue that, “Being 
placed in mainstream schools and classes, with no support systems, can be better 
characterised as total rejection rather than inclusive education.” (p. 79).  
The CRPD (UN, 2016) affirms that practices of segregation (i.e., students with 
disabilities placed in isolation from students without disabilities in separate environments 
designed to respond to a particular or diverse disabilities) and integration (i.e., placing 
students with disabilities in mainstream school or classrooms only if the students can fit to 
the standardised requirements of such settings) do not warrant a transition to inclusion. 
Furthermore, the committee argues that signatory countries to the CRPD need to 
progressively realise the rights of inclusive education of students with disabilities, and that 
sustaining two systems of education (i.e., mainstream and special/segregated education 
systems) is not compatible with the goal of inclusion. Instead, providing accessible learning 
environments with inclusive classroom teaching and appropriate supports is a way for 
countries to meet their commitment to the Convention, and of ending segregation within 
education (UN, 2016). 
Furthermore, the movement from regular to special or inclusion class in this study, the 
researcher argues, possibly affects the students’ psychosocial development (i.e., their social 
relationships and identity formation). The movement between the two places serves as 
reinforcement of the students’ identity. In particular, the movement changed the students’ 
status from “inclusion child” to “regular child” in the case of Rajin PS. In the two other 
schools, regular withdrawals to the inclusion room reinforced the status that the “inclusion 
child” goes to the “inclusion room”.  These movement and withdrawal systems impacted on 
the social relationship of students with disabilities with their peers, and on their access to the 
general curriculum. 
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8.3.3 Identity.  
Identity refers to the way in which an individual or group defines itself (Read, Morton, 
& Ryan, 2015). Identity often involves the languages of both othering and essentialism (Slee, 
1997; Slee, 2011). The researcher argues that the language of othering involves labelling. The 
findings of this study showed that the impact of labelling and class segregation on the 
students’ identity was immense through the sense of separateness and ‘otherness’ that 
emerged strongly during the study. The theme of identity in this study was evidenced by the 
students’ acceptance of the continuous practice of the use of labels in the schools. The 
students with identified disabilities define themselves as ‘inclusion children’. Identity, the 
researcher argues, is important not only to self-concept but also to social behaviours, as well 
as mutual respect among all school members. Therefore, for all children to have positive 
identity, positive self-concept, positive social behaviours and shared respect among students, 
staff and parents, schools could work towards reflecting on the use of language that is 
exclusive in its intent. 
 
8.3.3.1 Image. 
 The ‘regular’ students viewed their peers with disabilities as less able and dependent 
on others, using terms such as “do easy stuff”, “rely on special education teacher” and “rely 
on regular children”. The image of “do easy stuff” is similar to a study in Saudi Arabia 
involving primary school students who used descriptions such as “weak”, “slow”, and “not 
clever” when referring to students with disabilities (Dare et al., 2017, p. 536). Meanwhile, the 
image as dependent individuals, Whitburn (2014) argues, is a result of ‘heavy’ support roles 
of special education teachers that impede the ability of students with disabilities to act 
independently. Consequently, opportunities for them to enact agency, demonstrate their 
capabilities, and interact with other students were dependent on limited chances. Although in 
support of the argument that the image of students with disabilities as reliant was a result of 
the exclusive support of the special education teacher, the researcher would argue that the 
classroom teachers’ decision to prioritise the students without disabilities, as seen in the 
teachers’ report and class observation, contributed to the students’ dependent behaviour.  
Correspondingly, the students in this study defined the severity of disability using 
qualities such as “good” or “not so good”.  Students constructing disability definitions, that 
later build the image of students with disabilities, has also been demonstrated in previous 
research on a group of students from a mainstream school visiting a special school and vice 
versa. The students from the mainstream school developed definitions about disabilities, 
 231 
whether it was seen in physical appearances or non-physical, by observing diversities of 
appearances and capabilities of their peers (Lewis, 1995; Vlachou, 1997). 
 
8.3.3.2 Uniform.  
Another aspect that contributed to the students’ identity was their school uniform. As 
reported by the students with disabilities from Rajin PS, they had the uniform for ‘inclusion 
day’, or another student from Prestasi PS who had a different colour of uniform for every day 
of the week.  Not only does the uniform control the body and its behaviour but also actively 
produces the particular attributes of the self as set by the school and its community (Craik, 
2005). Schools need to consider the implication of uniform policy so that it does not unfairly 
impact on one group of students and increase the likelihood that those in the minority will be 
further marginalised.  
 
8.3.3.3 Labelling.  
The results demonstrated that the issues raised by the students concerning their school 
experiences were hindered by the use of labels (e.g., “inclusion child”) that in turn affected 
their school life both in the academic and social domain.  
The use of the language of inclusion (e.g., “inclusion child”, “inclusion room”, 
“inclusion day”) and special needs (e.g., ABK) could be seen as an effort of building a more 
inclusive society. However, the way this is often interpreted can perpetuate rather than reduce 
exclusion. The language that the schools used, such as labels of “regular child”, “inclusion 
child”, “inclusion parent”, “inclusion school”, “inclusion day”, “inclusion room”, and 
referring to children as “ABK” actually created a division and power imbalance between 
‘able’ and ‘disabled’, with students with disabilities positioned as less powerful. This division 
contributed to both children’s and adults’ views, attitude and beliefs concerning the 
distinction between ‘us’ and ‘them’ or ‘the other’.  
The non-inclusive language found in this study, such as ‘inclusion child’ or ‘ABK’ 
represents and connects with the perspective of inclusion within the public education sector 
in Yogyakarta that focuses on special needs. To change such language, schools need to 
reflect and evaluate their practices of using non-inclusive language especially on how it 
impacts upon children and families and if it promotes a more inclusive environment. Schools 
need to widen their perspectives of inclusion to include other indicators such as inclusive 
values and culture. The results of this study suggest that schools have developed systems and 
approaches to address the specific needs of some learners with disabilities. The considerable 
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efforts to date in the name of inclusion include allocation of students with disability to 
support classes, employment of special needs teachers and development of special programs. 
The experiences of students in this study indicate that whilst some of the specialist provisions 
made may be regarded as including of learners, the students with disabilities suggest that 
these practices create divisions between students with and without disabilities.  These 
practices are acting contra to the intent of inclusion, and are unintentionally excluding 
students. 
This finding concurs with Graham and Slee (2008) who argue that examination of 
language use or the linguistic signifiers of disability, inclusion and exclusion, within 
inclusive schooling should be taken into account. Therefore, schools may need to reflect on 
the student voice, evaluate or remove the schools’ practices of using the labels and create a 
school-wide policy on this matter to support the development of inclusion. Upholding the 
principles of inclusion, however, requires more than evaluation of labels. It demands that 
school members put inclusive principles or values into everyday actions to guide how school 
members can live together (Booth & Ainscow, 2011).  
It is important to understand which school factors influence the views about disability 
of children at the school, whether it is the view of others or self. In a study investigating 
children’s constructions of meaning about other children, factors such as the interaction 
between children, the behaviour of the adults at the school, academic systems in the school 
and the school culture influenced children’s perceptions about other children with disabilities 
(Messiou, 2008). 
Research has shown that teacher’s practice in the classroom and the actual words they 
use are key factors influencing children’s view of their peers with disabilities (Allodi, 2002; 
Messiou, 2008). Further, not only do teachers have the key role in providing examples 
through their own practices, teachers have the key role to control, influence, and actively 
clarify labels and language being used by regular students to name their peers or 
misconceptions they may have about disabilities. Teachers have a role to play by modelling 
behaviour and intervening if misconceptions emerge in social situations (Allodi, 2002; 
Messiou, 2008). 
This section has provided focused discussions on each of the themes emerged from 
conducting inquiries with students as co-researchers. Working with the students performing 
their role as co-researchers provided a novice researcher like myself with reflections in which 
the researcher made decisions in an effort to contribute to what counts as inclusive research.     
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8.4 Student as Co-researchers: Reflections and their Unique Voices 
If inclusion is about listening to all, regardless of age or labels assigned to them 
(Mittler, 2000), then involvement of students in research becomes necessary in efforts to be 
more inclusive. In this study too, the researcher endeavoured to become more inclusive by 
involving the student as co-researchers. 
Working with the students as co-researchers served to challenge traditional research 
roles. This involved moving away from the consultative approach of student voice (Thomson 
& Gunter 2006) towards a more active way of involving students, which is also seen as an 
effort to be more inclusive (Messiou, 2014). The students in this study were actively involved 
as co-researchers through collecting, providing and interpreting the data grounded on the 
general research questions they posed. They also conducted inquiries based on their own 
specific interest around experiences in “inclusion school”.  
The researcher definitely experienced a process where different students’ identities and 
life stories shook the traditional research boundaries, and that element of the study makes a 
contribution to the field in terms of participatory interpretation (Nind, 2011). The researcher 
argue that this study placed central importance on the lives and experiences of children, 
seeking out those who were silent and involving those who were marginalised. It allowed 
children participants’ voice to be heard, and enabled them to experience power and become 
part of the meaning making of the study. 
In this study, the researcher intended to focus on student voice on inclusion within the 
school through the use of participatory tools. However, it soon became evident that some of 
the students wished to investigate and discuss different topics, which were of equal 
importance to them. By enabling these views to emerge, the researcher was reflecting the 
paradigm which facilitates the engagement of students in research and follows an ethos of 
participatory methodology, allowing them to decide their agenda. In this way, they were 
perceived as active participants and not simply as objects by which researchers could obtain 
information. Their engagement in the study represented inclusion itself through valuing and 
foregrounding their place within the school especially drawing from their voice, thus creating 
a sense of belonging and recognition that what they said mattered. 
Despite the apparent uniformity of the students’ lived experiences, it was important to 
recognise their unique context to avoid substituting one set of domineering assumptions onto 
another (French & Swain, 2000). Some of the students’ inquiry, in the eyes of an adult, 
seemed to be at a distance from the subject of inclusive education. Their inquiries included 
issues of “instant noodles” being sold in the school canteen, “smelly toilets” and “why my 
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teacher smokes at school” that the students observed in their schools. Some other students 
located their interest in inquiring about “plants”, “flowers” and “three coloured garbage bins” 
that were not being used properly to separate rubbish in the schools. This may indicate that 
concerns over inclusion are the obsession of adults while children’s interest in school 
experiences cover broader issues around health, well being and environment. The student’s 
concern regarding smelly toilets aligns with earlier research on student’s perspectives on 
inclusive education conducted in Indonesia, Zambia and the UK.  Kaplan, Lewis, and Mumba 
(2007), which engaged students in taking photos of their school experiences of educational 
inclusion, and reported that primary school and secondary school students in the study were 
concerned with toilets as being dirty and stinky. Meanwhile, the inquiry into “why my 
teacher smokes at school” eventually revealed student’s expectations about a ‘good’ teacher.  
Although those topics, at first glance, may seem unrelated to inclusive education, when 
referring to the Index for Inclusion (Booth and Ainscow, 2011) they can be considered as 
issues under indicators for inclusive schooling. In the Index, Booth and Ainscow (2011) 
propose within the dimension of Creating Inclusive Culture, particularly in the section of 
Establishing Inclusive Values, a set of indicators. Two of the indicators are: The school 
contributes to the health of children and adults; and, The school encourages respect for the 
integrity of planet earth. Those indicators are crucial to students’ holistic well being at 
school. When the researcher reflected on the ‘unrelated’ topics of the students, the researcher 
had the insight that they address the health and environmental issues that contribute to 
students’ holistic well-being at school. This demonstrates that the students were observing 
their school environment, identifying gaps and providing valuable ideas for schools to 
enhance and broaden inclusivity.  
Investigating student voice in research contexts can gather valued results by involving 
children themselves as co-researchers. The results indicate that the students not only provided 
comments on their lived experiences and of others but also suggested possible ways to alter 
and improve those experiences, which will be included in the following section. 
 
8.5 Dealing with Marginalisation: Encouraging Inclusive Thinking and Practice   
This study gives some insight into this rarely discussed area of student voice on 
inclusion, and experiences of inclusive education in the Indonesian context especially within 
SPIE contexts. The students’ position as co-researchers and methods of using photos and 
drawings have been found to be an effective channel for the students, especially those who 
are vulnerable or marginalised, in providing them with power and alternatives to 
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conceptualise their thoughts and express their voice. Enabling children and young people to 
have a voice in their schooling may be a good-hearted intention or an obligation towards the 
fulfilment of children’s rights. However, students may be afforded a voice, but they cannot be 
‘empowered’ as though power is a gift that can be bestowed (Groundwater-Smith & Mockler, 
2015). There are some propositions that need to be in place to allow children to empower 
themselves through their voice. 
 
8.5.1 Develop an attitude of listening.  
Perhaps most importantly is the decision to take this study forward so that the students 
become active agents in their schools. Listening to student voice can give insights about how 
to promote dialogue among school community members in working towards practices based 
on the principles of inclusion. The data sharing sessions showed that teachers and principals 
displayed a positive attitude towards the student voice by being attentive and reflective and 
providing ideas to address the student voice. Following this study, the school may consider to 
include further the student voice to bring practices that are more respectful and supportive of 
the needs of all students. The results of this study can be used as an opportunity to create a 
culture of dialogue between the school staff and the students to eliminate exclusionary 
pressures.  
It is argued that an active attitude of listening between adults, children and the 
environment should be the premise and context of every educational relationship (Rinaldi, 
2013). The school communities can build an active attitude of listening by adopting 
evidence-based frameworks and coupling suitable frameworks with contextual values. While 
there are existing international frameworks to which the education communities can refer, 
such as the Index (Booth & Ainscow, 2011) and School Wide Integrated Framework for 
Transformation (SWIFT) (Shogren, McCart, Lyon, & Sailor, 2015), it is essential that we 
build on the values that already exist within the Indonesian context to flesh out in our own 
words the meaning of Bhinneka Tunggal Ika. The education community in the Indonesian 
context can do this through musyawarah or dialogue to reach an agreement that is fruitful for 
all. Values are deep-seated beliefs which push us to action. It is important to identify within 
our own values those that are inclusive rather than excluding, and use these to shape our 
teaching practice and use of language. This will require open-minded reflection on the way 
we work together and with children in our schools. For example, the decision to move a 
student from special class to regular class or vice versa could be taken by discussion with the 
child. Evidence also shows that including student voice in teacher professional development 
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can facilitate the development of teachers’ attitude of listening and cultivate a more inclusive 
thinking, beliefs and practices in response to learner differences (Messiou & Ainscow, 2015). 
Accordingly, although teacher development involves complexity and can be different in each 
context, school leaders and policy makers in Yogyakarta context might benefit from taking 
the approach of including student voice into teacher development programs to uphold their 
inclusive education goals.  
 
8.5.2 Adopt UN Children’s Rights Convention.  
It is the culture of acceptance in the school environment and the development of 
positive relationships between school members which characterise schools that try to respond 
to the needs of all students from those that are promoting practices of exclusion and 
marginalisation (Moriña Díez, 2010; Lumby & Morrison, 2009; Messiou, 2012).  
Adopting children’s rights principles has been shown to assist schools to change their 
culture and inclusivity (Sebba & Robinson, 2010). Schools that adopt children’s rights 
principles reported on changes in their schools’ culture such as lower incidents of bullying 
and positive relationships between and amongst teachers and students. Students considered 
that relationships and behaviour in lessons had been better since their schools had introduced 
children’s rights principles, with teachers and students demonstrating greater degrees of 
respect, understanding and tolerance for each other, demonstrating positive attitudes towards 
inclusivity and diversity. From interviews with students, positive attitudes to inclusivity and 
diversity were reported towards peers with disabilities, with behavioural or emotional 
challenges, and by students from a range of ethnic, race, religious and language backgrounds. 
The movement towards listening to students also evolved further within rights-respecting 
schools compared to those schools which did not adopting children’s right principles  
(Robinson, 2014; Sebba & Robinson, 2010; UNICEF, 2010). 
While putting inclusive values into action may seem a relatively new idea for the 
Schools Providing Inclusive Education (SPIEs) in Yogyakarta, it is really a way of 
expressing aspects of the deeper culture of Indonesia. Adopting children’s rights principles 
serves as a fundamental guide for SPIEs to thrive and respond to diversity within classrooms 
and a diverse society. It will be important to build alliances between children and parents, 
teachers and other schools within the local community and to become supportive friends in 
transforming practice so that schools respect children’s rights. In this study, it was evident 
that parents could offer valuable information about their children’s well-being as feedback 
for schools to develop inclusion. Yet, as reported in the data sharing sessions, parents of 
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students with disabilities were silent. Building alliance with all school members will be 
significant in identifying ways of working towards schools respecting children’s right as well 
as the rights of families. 
 
8.5.3 Empower students to lead their own learning.  
Hwang and Evans (2011) suggest that a significant factor for upholding the principles 
of inclusion is a transformation in educational values and philosophy to replace existing 
educational biases.  To uphold the principles of inclusion, education must acknowledge and 
respect children’s differences.  The Committee on the Rights of Persons with Disabilities 
(UN, 2016) urges signatory countries to employ the Universal Design for Learning (UDL) 
framework. Its foundation is that UDL assumes and respects diversity amongst learners and 
that each student has unique needs, interest and skills. Therefore, curriculum must be 
envisioned, designed and applied to meet the needs of every student. UDL is a framework 
with a set of principles for schools and teachers to create adaptable learning environments 
(Meyer, David & Gordon, 2014).  Teachers can develop instruction that involves developing 
flexible ways to learn by creating an engaging classroom environment; maintaining high 
expectations for all students, while allowing multiple ways to meet expectations with 
alternative routes for learning. Katz and Sokal (2016) suggest that teachers who universally 
design their instructional practice focus on educational outcomes for all in which assessments 
is authentic, flexible and in multiple forms to recognise individual progress towards general 
goals. Quality inclusive education requires student assessment systems that consider the 
strengths and barriers faced by students with disabilities. The emphasis should be on 
individual learning and progress towards broad goals. Traditional systems of assessment, 
which use test scores as the only indicator of achievement, may disadvantage students with 
disabilities (UN, 2016). 
The notion of expert learners in the Universal Design for Learning framework (Meyer, 
David & Gordon, 2014) offers one view of the learner that supports the principles of 
inclusion. Teachers who view all students as expert learners guide their students to see 
learning as a lifelong process to grow motivation, knowledge and skills. The final goal in 
learning expertise is not merely attainment of specific competencies or content knowledge, 
but to maintain motivation, practice, reflection and development of self who wants to learn 
and knows how best to learn. Thus evaluation of competencies and outcomes cannot 
simplify, conclude, or fail a learner. The failure in this context is the curriculum and 
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instruction, and the failure to remove the barriers that prevent students from accessing a 
meaningful education (Meyer et al., 2014).  
The students, parents and teachers raised issues and concerns about assessment in 
regards to year retention. Referring back to Naraian (2017) who conceptualises inclusion as 
enacting pedagogy of deferral, teachers recognise that the student performance is a signal of 
emergence and always in the state of developing. This approach could help teachers in the 
Indonesian education system that values students’ learning and achievement based on test 
scores within scheduled and predetermined standards.  A more inclusive and formative 
approach to assessment would recognise each students learning.  In this pedagogy of deferral, 
teachers separate learning standards from their pedagogy. Teachers defer the student 
performance outcomes as fail or subject to retention when students do not meet the 
prescribed learning standards, because teachers view students’ performance as always 
developing, and in progress. 
The Indonesian government plans to implement the new 2013 curriculum, which 
embodies a relatively flexible and inclusive approach, in all schools by 2019. Parts of the 
inclusivity within the 2013 curriculum are the removal of student’s ranking in the yearly 
reports, the provision of qualitative information in each subject, and for students to always 
get promotion to a higher year level where classroom practice will respect diversity of 
knowledge. This is an opportunity for teachers to exercise more inclusive learning 
approaches for all students to access curriculum. The shift, however, brings implications 
especially to the education department and wider education community to provide support for 
teachers. Without significant support, teachers could experience confusion and 
misunderstanding leading to greater exclusion or marginalisation for students, which for 
example in this study were shown by classroom teachers’ decisions on seating plans, year 
retention and selection for student-on-duty for weekly assembly. 
In this light of students with disabilities as expert learners, the students’ view about 
their peers with disabilities being dependent on the support of special education teachers and 
being identified by the attachment to special education teachers can be addressed by adopting 
peer support arrangements. Students without disabilities work alongside the students with 
disabilities, promote participation in class activities, interact about their class work and 
encourage social connections with other classmates. Special education teachers shift to a 
facilitative role in which they provide ongoing feedback, assistance, and encouragement to 
students, and collaborate and support the general education. As students with disabilities gain 
experience and confidence in their interactions, special education teachers gradually distance 
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their proximity and work toward a broader support role within the classroom (Carter et al., 
2015). 
 
8.5.4 Student voice in policy making.  
The information acquired from this study poses challenges for the school staff and 
school supervisors to reflect upon what sort of culture and attitude they wish to be prevailing 
in the schools, as well as educational practices such as design of curriculum, learning 
approaches and assessment that is inclusive of all students. Such attitudes influence conflict 
resolution, methods of handling disagreements, thoughts on friendship, interest in exploring 
differences and similarities among the students and staff. The reflection on attitudes and 
culture requires a break with tradition so that students with disabilities may be welcomed as 
equal partners with equal rights. 
The things the students had to say created astonishment in the school staff and school 
supervisors. A school is often a place where presumptions about students’ lives are routinely 
taken for granted and rarely challenged, and their voice seldom heard. Students’ photos and 
drawings, and their stories revealed their successes and struggles. The students had often 
faced many interruptions in their school lives – this might mean having to regularly change 
schools due to the rejection by mainstream schools or “inclusion school”, or moving from 
‘regular’ to ‘inclusion’ class as a result of year retention, or being categorised as an 
“inclusion child” or as “incapable to learn”. Policy makers and planners often allocate plans 
and make decisions without reference to the experience of those the programs or resources 
are intended to benefit. Thus policy decisions can create a mismatch between perceived and 
actual, and represent a denial of people's right to be included in decisions affecting their lives. 
In this case, although school supervisors attended the session of reporting back, provided 
their attention and offered plans in responding to the student voice, decision-making should 
also include students’ involvement. Students should be invited to give their opinions on the 
school supervisor’s ideas to have a separate curriculum and assessment for students with and 
without disabilities. The deep division between ‘regular’ and ‘inclusion’ evident in the 
findings should be a reminder for the school supervisor to close the gap and not create a 
wider one. The student voice shows that one of the factors that caused the division between 
students with and without disabilities was the barrier to accessing the general curriculum. A 
focus on removal of the barrier to access curriculum could erase the division.  
Linking back to the second implication presented previously on adopting the UN 
Children’s Right Convention principles, it is important to include the principles in 
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professional development programs on topics of inclusive education for school administrators 
and/or school supervisors conducted by the education department. This way, teachers and 
school supervisors have the knowledge, and realise the significance, of the principles of the 
UNCRC as foundations to inclusion. School administrators and supervisors of all schools, 
including those from formally listed SPIE, need to see the value of a rights-respecting 
approach applied in “inclusion school”, and have an understanding of how to promote and 
include this when making policies at a school or wider level. This significance of rights-
respecting principles as foundational for all school is vital, as Yogyakarta has a commitment 
that all schools must be inclusive schools. This mandate is endorsed in the Yogyakarta 
Province Governor Regulation No 21/2013 re The Implementation of Inclusive Education.  
To be consistent with this commitment, it is important to remove the policy and 
practice of categorising schools into Schools Providing Inclusive Education, thereby giving 
all schools the responsibility and opportunity to be part of the province’s goal of inclusive 
education. Indonesia is both a signatory of United Nations Children Rights Convention 
(UNCRC) and United Nations Convention of the Rights of Person with Disabilities 
(UNCRPD). The committee on the Rights of Person with Disabilities strongly endorses that 
“State parties must ensure non-exclusion from education for persons with disabilities and 
eliminate structural disadvantages to achieve effective participation and equality for all 
persons with disabilities” (UN, 2016, p.14). The committee further states that signatory 
countries must take steps to remove all forms of discrimination, legal and administrative, that 
hinder people with disabilities’ right to access inclusive education.  
 
8.6 Challenges and Limitations of the Study  
While involving students as co-researchers brings advantages, at the same time, there 
are a number of factors that need to be taken into account when this methodology is used. 
Interpreting learners as co-researchers of educational experiences, researchers as partners 
with students in the research process, and modes of presenting findings as new versions of 
those products (Cook-Sather, 2013), to me were complicated yet rewarding processes.  The 
researcher argue some key lessons can be taken from this study. The study provided insights 
into my experiences of researching whereby challenges the researcher faced mirrored the 
tensions surrounding the discourse of inclusion, specifically in relation to language, subject 
position or role, communication and power.  
First, in the drafting and redrafting stage of this report, for example, the researcher 
experienced a dilemma in terms of how to describe the students. Were they to be referred to 
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as children with special needs or students with disabilities, is regular students or students 
without disabilities a more inclusive term to use? Yet again this ubiquitous issue of role 
identity and its inherent power challenged my thoughts.  
Secondly, this study was projected as a collaborative research with students. In this 
study, collaboration was enacted through the framework for promoting inclusion (Messiou, 
2012).  In Step 1, Enabling voice to emerge, the researcher worked collaboratively with 
students in order to engage with their views. The collaboration continued in Step 3 of Sharing 
data with learners and teachers that involved dialogue between students, teachers and my 
self. Moreover, the students in this study were not treated as a data source. They were given a 
role as co-researchers and were involved in a series of training on research skills and visual 
research methods for children. The students also developed their own inquiries about 
inclusion based on individual interests and used methods of their preference. However, The 
study turned out to be less collaborative than was anticipated. For example, the students from 
the first school did not have the opportunity to do the student led inquiry. Further, it was 
expected that student led inquiry would have a higher degree of co-production between the 
student and the researcher.  In this study, the process was less collaborative and required 
guidance by the researcher. This could be due to the cultural context in which children are 
rarely given leadership or bringing out their ideas. A higher standard of collaborative 
research design and allocation of time would strengthen the collaboration aspects. 
Additionally, my experience moving from the research questions to the students’ own 
questions, for example, added more intensity and criticality to the research. At first, the 
thought that the children would come up with extraneous questions made me feel 
apprehensive, however, in the end, it became a liberating experience providing rich insights 
into the world and lives of the students.   
The participants in this study were all students from public schools that have been 
designated Schools Providing Inclusive Education in Yogyakarta. The fact that inclusion was 
imposed on the schools might have influenced the schools’ practices and development of 
inclusion. Therefore, carefulness was warranted regarding generalisability towards other 
schools implementing inclusive education in Indonesia. 
 
8.7 Suggestion for Further Research 
Some of the students’ narratives raise questions on the rather multifaceted issue of 
marginalisation. In order to better understand and enhance inclusive education, this study has 
highlighted that attention should be given to the idea of listening to students about their 
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experiences that reflect marginalisation in school settings. However, it is also important to 
see whether students understand or recognise marginalisation itself and consider their 
responses towards marginalisation. 
Another area which surfaced from the findings that needs further investigation in the 
Indonesian context concerns the learning approach appropriate for inclusive schools. Inquiry 
into the learning approach in Schools Providing Inclusive Education is necessary and requires 
systematic research since, in the field of education and contemporary pedagogy, 
accommodation and differentiation is perceived as an essential requirement for upholding the 
principles of inclusion. Future research on the role and implementation of a more universal 
learning approach would be fruitful, especially in the light of the implementation of a new 
curriculum, Curriculum 2013, in Indonesia. This new curriculum which started in Indonesia 
in 2013 claims to be more flexible in terms of its scope of learning approach and assessment. 
The curriculum has been applied in some selected government schools with a target of all 
schools implementing it by 2019. Research to evaluate if the implementation of the new 
curriculum is supportive of inclusion would be valuable, and essential. 
For both research suggestions, a Participatory Action Research (Langhout & Thomas, 
2010) approach in order to identify drawbacks and facilitate necessary changes by involving 
students as co-researchers or researchers themselves to include their voice maybe beneficial. 
PAR is designed to warrant a voice for those who are affected by a research project in 
schools (i.e., children, parents and teachers). Participatory action research with children has 
the potential to strengthen research findings, interventions, and social change. Children can 
be engaged in any or all of the cycles of a PAR project, from formulating the problem 
definition, assessing the problem, determining an intervention, implementing the 
intervention, and evaluating the intervention (Langhout & Thomas, 2010). By taking this 
approach, all students can meaningfully contribute to remove or decrease exclusionary 
pressures and marginalisation and to the advancement of a more inclusive educational 
agenda. This not only involves students voicing their feelings, views, concerns and 
suggestions but also being actively involved in making, planning and taking decisions and 
actions to turn their voice into actual practice in the school setting.  
 
8.8 Conclusion 
This study explored how primary school-aged students experience and view inclusion 
in public schools assigned to become Schools Providing Inclusive Education in Yogyakarta, 
Indonesia. Student voice was at the centre of this study and it attempted to achieve this 
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through data collection using an approach that regarded the children as active and informed 
participants in the research through their photos, drawings, writing, interviews and focus 
group discussions. In this chapter, the researcher has drawn conclusions from three case 
studies, comprising three primary public schools with their unique inclusive practices, 
involving students as well as parents, classroom teachers, special education teachers and 
principals.  
This study suggests that engaging students in the research process in an active way 
could inform the development of inclusive education practices. The research has 
demonstrated the effectiveness of using students’ photos, drawings, written descriptions and 
focus groups as a way of knowing and understanding the multiple ways students experience 
inclusion. Involving students as co-researchers opens up possibilities for engagement of those 
at the heart of school experience, students. This approach becomes even more necessary 
when the focus of exploration is about issues to do with inclusion and exclusion in schools 
since students have an invaluable insider’s perspective, being closer to the achievements and 
complications of inclusion they confront themselves. As we have seen in the school cases, 
students were aware of what went on in their schools and were perceptive to particular school 
experiences that made them feel happy or unhappy.  
While the understanding and the extent to which the students experienced inclusion 
were varied, the students’ responses to their photos, drawings and written descriptions 
indicated more unhappy than happy feelings. In this regard, student voice is powerful to 
recognise exclusionary pressures within the school practices which were intended to be 
inclusive. In particular, the student voice played a significant role in the process of 
identifying exclusionary pressures in which peers or they themselves were experiencing 
marginalisation in the school setting such as social isolation or inability to access educational 
opportunities (e.g., year promotion, National Exam, sports, computer labs, school excursion).    
The student voice also revealed exclusionary pressures in the language used to define 
and describe dis/ability. Caplan (1995) reminds us that both the spoken and written language 
we use not only allows for personal and professional communication but also shapes how 
people feel, think, and act toward others, especially people with disabilities. While the results 
could not be generalised to all schools in Indonesia, education communities in the school 
context should impede the ongoing use of the deceptive language. As Slee (2001) argues, the 
adoption of terminologies of inclusion should not only become a new language that 
symbolises the shift yet the traditional judgment towards students with disabilities continues. 
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Although much feedback regarding exclusionary pressures was captured in this study, 
the findings suggest that student voice can be a powerful means to identify factors that 
support the development of the principles of inclusive education in their educational context. 
These include supporting the development of friendships among all students to create a 
feeling of belonging both during learning in the classrooms and recess, as well as developing 
instructional approaches that enhance student engagement in learning in the classrooms. The 
student voice suggests that the schools needs to review its values of differences and work 
towards a pedagogical approach that meets the diverse needs of all students. Furthermore, the 
deployments, not the scarcity, of resources such as facilities and support need to be accessible 
to all students. This may include special education teachers or additional teachers providing 
support to all students, not only attached to individual students with disabilities, to develop a 
more inclusive atmosphere in the classrooms. 
Further, acknowledgement of students’ experiences and views would make a positive 
contribution to future developments. Student voice can be a powerful means to inform school 
staff by identifying biases and issues in inclusive practices. As a result of conducting this 
research, the researcher proposes that adult responses need to encapsulate and give 
recognition to the voice of children to arrest practices that are interpreted as celebrating 
inclusion but translate into exclusion itself (Asbjørnslett et al., 2015; Slee & Allan, 2001). 
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Hearing	  Voices:	  Children’s	  Experiences	  of	  Inclusion	  	  
	  
PARTICIPANT	  INFORMATION	  STATEMENT	  
	  
Principal	  (Overall)	  
	  
(1) What	  is	  this	  study	  about	  
	  
Your	  school	   is	   invited	  to	  participate	   in	  a	  study	  that	  will	   investigate	  the	  children’s	  experiences	  of	  
inclusion	  in	  public	  primary	  schools.	  	  
	  
Your	   school	   has	   been	   invited	   to	   participate	   in	   this	   study	   because	   your	   school	   is	   in	   the	   list	   of	  
inclusive	   public	   primary	   schools	   of	   Yogyakarta	   City	   Education	   Department.	   This	   Participant	  
Information	  Statement	  tells	  you	  about	  the	  research	  study.	  Knowing	  what	  is	  involved	  will	  help	  you	  
decide	   if	  you	  want	  your	  school	  to	  take	  part	   in	  the	  research.	  Please	  read	  this	  sheet	  carefully	  and	  
ask	  questions	  about	  anything	  that	  you	  don’t	  understand	  or	  want	  to	  know	  more	  about.	  	  
	  
Participation	  in	  this	  research	  study	  by	  your	  school	  is	  voluntary.	  So	  it’s	  up	  to	  you	  whether	  you	  wish	  
for	  your	  school	  to	  take	  part	  or	  not.	  	  
	  
By	  giving	  your	  consent	  to	  take	  part	  in	  this	  study	  you	  are	  telling	  us	  that	  you:	  
ü Understand	  what	  you	  have	  read	  
ü Agree	  for	  your	  school	  to	  take	  part	  in	  the	  research	  study	  as	  outlined	  below	  
ü Agree	  to	  the	  use	  of	  personal	  information	  as	  described.	  
	  
You	  will	  be	  given	  a	  copy	  of	  this	  Participant	  Information	  Statement	  to	  keep.	  
	  
(2) Who	  is	  running	  the	  study?	  
	  
Elga	   Andriana	   is	   conducting	   this	   study	   as	   the	   basis	   for	   the	   degree	   of	   PhD	   at	   The	   University	   of	  
Sydney.	  This	  will	  take	  place	  under	  the	  supervision	  of	  Dr	  David	  Evans,	  Associate	  Professor	  Special	  
Education,	  The	  University	  of	  Sydney.	  
	  
(3) What	  will	  the	  study	  involve	  for	  me?	  
	  
The	  study	  is	  being	  conducted	  in	  two	  parts.	  
Part	  One:	  Photography	  and	  Drawings	  
264 
	  
In	  part	  one,	  participating	  students	  will	  be	  asked	  to	  take	  photos	  and	  make	  drawings	  of	  their	  
experiences	  at	  school.	  Participants	  will	  be	  given	  cameras	  and	  a	  set	  of	  art	  material	  for	  drawing.	  	  
In	  agreeing	  to	  participate	  in	  part	  one	  of	  the	  study,	  we	  ask	  that	  you	  provide	  the	  following	  
assistance:	  
• Construct	   a	   list	   of	   student	   students	   with	   special	   needs	   across	   year	   1-­‐year	   6,	   numbered	  
consecutively	  from	  1.	  
• A	  list	  of	  students	  without	  special	  needs	  from	  the	  class	  of	  each	  student	  with	  special	  needs	  who	  
agrees	  to	  be	  part	  of	  the	  study,	  numbered	  consecutively	  from	  1.	  
• Distribute	  Participants	  Information	  Sheet	  and	  Participant	  Consent	  form	  for	  selected	  students	  
and	  their	  parents	  	  
	  
Part	  Two:	  Interviews	  
Part	  two	  of	  the	  study	  involves	  undertaking	  an	  interview	  to	  gain	  in-­‐depth	  information	  about	  
children’s	  experiences	  at	  your	  school	  in	  relation	  to	  inclusion	  practices.	  We	  ask	  that	  you:	  
• Invite	  a	  Class	  Teacher,	  a	  Special	  Need	  teacher	  and	  a	  parent	  of	  one	  of	  the	  students	  with	  special	  
needs	  identified	  in	  part	  one	  of	  the	  study	  to	  participate	  in	  an	  interview	  
• Distribute	  Participant	  Information	  Statement	  and	  Participant	  Consent	  Form	  to	  each	  
participant	  nominated	  
• Identify	   a	   date	   and	   time	   convenient	   for	   you	   and	   the	   other	   potential	   participants	   in	   your	  
school	  in	  order	  to	  conduct	  the	  interviews	  at	  your	  school	  
• Sign	  on	  behalf	  of	  your	  school,	  a	  consent	  form	  acknowledging	  that	  you	  would	  like	  your	  school	  
to	  participate	  in	  this	  part	  of	  the	  study	  
	  
(4) How	  much	  of	  my	  time	  will	  the	  study	  take?	  
	  
Part	  One:	   Each	   of	   the	   photography	   and	   drawing	   activity	  will	   take	   a	   period	   of	   one	  week	  where	  
students	   can	   take	   photos	   and	   make	   drawings	   in	   their	   own	   time	   during	   school	   hours.	   We	  
anticipate	   the	   focus	   group	   will	   take	   up	   30	   minutes	   and	   individual	   interview	   also	   may	  
approximately	  take	  30	  minutes.	  
	  
Part	  Two:	  interview	  with	  principal,	  a	  class	  teacher.	  a	  special	  need	  teacher,	  a	  parent	  
We	  anticipate	  that	  an	  interview	  will	  take	  up	  to	  an	  hour.	  
	  
(5) Who	  can	  take	  part	  in	  the	  study?	  
	  
This	  study	  involves	  differing	  members	  of	  your	  school	  community.	  	  Students,	  the	  school	  principal,	  
some	  teachers	  and	  some	  parents	  are	  being	  asked	  to	  participate	  in	  this	  study.	  	  
	  
(6) Do	  I	  have	  to	  be	  in	  the	  study?	  Can	  I	  withdraw	  from	  the	  study	  once	  I've	  started?	  
	  
Being	   in	   this	   study	   is	   completely	   voluntary	   and	   you	   do	   not	   have	   to	   take	   part.	   Your	   decision	  
whether	  to	  participate	  will	  not	  affect	  your	  current	  or	  future	  relationship	  with	  the	  researchers,	  the	  
Department	  of	  Education	  in	  Yogyakarta	  City	  or	  anyone	  else	  at	  the	  University	  of	  Sydney.	  	  
	  
If	  you	  decide	  to	  take	  part	  in	  the	  study	  and	  then	  change	  your	  mind	  later,	  you	  are	  free	  to	  withdraw	  
at	  any	   time.	  You	  can	  do	   this	  by	   informing	   the	   researchers	   that	  your	   school	  no	   longer	  wishes	   to	  
participate	  in	  the	  study.	  	  
	  
During	  the	  interview,	  participants	  are	  free	  to	  stop	  the	  interview	  at	  any	  time.	  Unless	  participants	  
say	  that	  they	  want	  us	  to	  keep	  them,	  any	  recordings	  will	  be	  erased	  and	  the	  information	  provided	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will	  not	  be	  included	  in	  the	  study	  results.	  Participants	  may	  also	  refuse	  to	  answer	  any	  questions	  that	  
they	  do	  not	  wish	  to	  answer	  during	  the	  interview.	  	  
	  
During	  the	  student	  focus	  group,	  students	  are	  free	  to	  stop	  participating	  at	  any	  stage	  or	  to	  refuse	  to	  
answer	  any	  of	   the	  questions.	  However,	   it	  will	  not	  be	  possible	   to	  withdraw	   individual	  comments	  
from	  our	  records	  once	  the	  group	  has	  started,	  as	  it	  is	  a	  group	  discussion.	  	  
	  
If	  you	  decide	  to	  withdraw	  from	  the	  study,	  we	  will	  not	  collect	  any	  more	  information	  from	  you.	  Any	  
information	  that	  we	  have	  already	  collected,	  however,	  will	  be	  kept	  in	  our	  study	  records	  and	  may	  be	  
included	  in	  the	  study	  results.	  
	  
(7) Are	  there	  any	  risks	  or	  costs	  associated	  with	  being	  in	  the	  study?	  
	  
Aside	  from	  giving	  up	  your	  time,	  we	  do	  not	  expect	  that	  there	  will	  be	  any	  risks	  or	  costs	  associated	  
with	  taking	  part	  in	  this	  study.	  
	  
(8) Are	  there	  any	  benefits	  associated	  with	  being	  in	  the	  study?	  
	  
Your	   students	   will	   learn	   some	   basic	   skills	   of	   photography	   and	   perspectives	   drawing.	  We	  will	   a	  
donate	  2	  digital	  cameras	  for	  your	  school	  when	  the	  study	  is	  finished.	  
	  
The	  study	  aims	  to	   investigate	  students’	  experiences	  of	   inclusion	   in	  reformed	  schools	   following	  a	  
regulation	  on	  inclusive	  education.	  Findings	  and	  recommendations	  of	  the	  study	  may	  benefit	  school	  
community	   to	   make	   informed	   decisions	   regarding	   future	   policy	   and	   practices	   of	   inclusion,	   in	  
particular	   to	   inform	   future	   regular	   public	   schools	   to	   be	   reformed	   adopting	   inclusive	   principles.	  
Thus	   it	   will	   also	   be	   benefit	   to	   the	   quality	   of	   education	   provided	   to	   the	   regular	   students	   and	  
students	  with	  special	  needs.	  
	  
(9) What	  will	  happen	  to	  information	  that	  is	  collected	  during	  the	  study?	  
	  
By	  providing	  your	  consent,	  you	  are	  agreeing	  to	  us	  collecting	  personal	  information	  about	  you	  and	  
the	   other	   three	   participants	   from	   your	   school	   for	   the	   purposes	   of	   this	   research	   study.	   The	  
information	  will	  only	  be	  used	  for	  the	  purposes	  outlined	  in	  this	  Participant	  Information	  Statement,	  
unless	  you	  consent	  otherwise.	  
	  
The	  information	  will	  be	  stored	  securely	  and	  your	  school’s	  identity/information	  will	  be	  kept	  strictly	  
confidential,	  except	  as	  required	  by	  law.	  Study	  findings	  may	  be	  published,	  but	  you	  and	  your	  school	  
will	  not	  be	  individually	  identifiable	  in	  these	  publications.	  
	  
(10) Can	  I	  tell	  other	  people	  about	  the	  study?	  
	  
	   Yes,	  you	  are	  welcome	  to	  tell	  other	  people	  about	  the	  study.	  
	  
(11) What	  if	  I	  would	  like	  further	  information	  about	  the	  study?	  
	  
When	  you	  have	  read	  this	  information,	  Elga	  Andriana	  will	  be	  available	  to	  discuss	  it	  with	  you	  further	  
and	   answer	   any	   questions	   you	  may	   have.	   If	   you	   or	   your	   child	  would	   like	   to	   know	  more	   at	   any	  
stage	   during	   the	   study,	   please	   feel	   free	   to	   contact	   Dr	   David	   Evans,	   Associate	   Professor	   Special	  
Education,	  on	  02	  9351	  8463	  or	  via	  email	  at:	  david.evans@sydney.edu.au	  
	  
(12) Will	  I	  be	  told	  the	  results	  of	  the	  study?	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You	  have	  a	  right	  to	  receive	  feedback	  about	  the	  overall	   results	  of	   this	  study.	  You	  can	  tell	  us	  that	  
you	  wish	  to	  receive	  feedback	  by	  ticking	  the	  relevant	  box	  on	  the	  consent	  form.	  This	  feedback	  will	  
be	   in	   the	   form	   of	   a	   one	   page	   lay	   summary.	   You	   will	   receive	   this	   feedback	   after	   the	   study	   is	  
finished.	  
	  	  
(13) What	  if	  I	  have	  a	  complaint	  or	  any	  concerns	  about	  the	  study?	  
	  
Research	   involving	  humans	   in	  Australia	   is	   reviewed	  by	  an	   independent	  group	  of	  people	  called	  a	  
Human	  Research	  Ethics	  Committee	  (HREC).	  The	  ethical	  aspects	  of	  this	  study	  have	  been	  approved	  
by	  the	  HREC	  of	  the	  University	  of	  Sydney.	  As	  part	  of	  this	  process,	  we	  have	  agreed	  to	  carry	  out	  the	  
study	   according	   to	   the	  National	   Statement	   on	   Ethical	   Conduct	   in	   Human	   Research	   (2007).	   This	  
statement	  has	  been	  developed	  to	  protect	  people	  who	  agree	  to	  take	  part	  in	  research	  studies.	  
	  
If	  you	  are	  concerned	  about	  the	  way	  this	  study	  is	  being	  conducted	  or	  you	  wish	  to	  make	  a	  complaint	  
to	   someone	   independent	   from	   the	   study,	   please	   contact	  Widiasmara	   at	   081578877987	   to	   help	  
you	  write	  an	  email	  to	  the	  university	  using	  the	  details	  outlined	  below.	  Please	  quote	  the	  study	  title	  
and	  protocol	  number.	  	  
The	  Manager,	  Ethics	  Administration,	  University	  of	  Sydney:	  
• Telephone:	  +61	  2	  8627	  8176	  
• Email:	  ro.humanethics@sydney.edu.au	  
• Fax:	  +61	  2	  8627	  8177	  (Facsimile)	  
This	  information	  sheet	  is	  for	  you	  to	  keep	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Faculty	  of	  Education	  and	  Social	  Work	  	  
	   	  
	  ABN	  15	  211	  513	  464	  
	  
	   David	  Evans	  PhD	  
Associate	  Professor	  of	  Special	  Education	  	  
Room	  707	  
Education	  Building	  |	  A35	  
The	  University	  of	  Sydney	  	  
NSW	  2006	  AUSTRALIA	  
Telephone:	  	  	  +61	  2	  9351	  8463	  
Facsimile:	   	  +61	  2	  9351	  2606	  
Email:	  david.evans@sydney.edu.au	  
Web:	  http://www.sydney.edu.au/	  
	  
	  
Hearing	  Voices:	  Children’s	  Experiences	  of	  Inclusion	  	  
	  
PARTICIPANT	  INFORMATION	  STATEMENT	  
	  
Principal	  
	  
(14) What	  is	  this	  study	  about?	  
	  
You	   are	   invited	   to	   take	   part	   in	   a	   research	   study	   that	   will	   investigate	   students’	   experiences	   of	  
inclusion	  in	  inclusive	  public	  primary	  schools.	  
	  
You	  have	  been	  invited	  to	  participate	  in	  this	  study	  because	  you	  has	  expressed	  interest	  in	  your	  school	  
participating	  in	  the	  study.	  This	  Participant	  Information	  Statement	  tells	  you	  about	  the	  research	  study.	  
Knowing	  what	  is	  involved	  will	  help	  you	  decide	  if	  you	  want	  to	  take	  part	  in	  the	  research.	  Please	  read	  
this	   sheet	  carefully	  and	  ask	  questions	  about	  anything	   that	  you	  don’t	  understand	  or	  want	   to	  know	  
more	  about.	  	  
	  
Participation	  in	  this	  research	  study	  is	  voluntary.	  So	  it’s	  up	  to	  you	  whether	  you	  wish	  to	  take	  part	  or	  
not.	  	  
	  
By	  giving	  your	  consent	  to	  take	  part	  in	  this	  study	  you	  are	  telling	  us	  that	  you:	  
ü Understand	  what	  you	  have	  read	  
ü Agree	  to	  take	  part	  in	  the	  research	  study	  as	  outlined	  below	  
ü Agree	  to	  the	  use	  of	  your	  personal	  information	  as	  described.	  
	  
You	  will	  be	  given	  a	  copy	  of	  this	  Participant	  Information	  Statement	  to	  keep.	  
	  
(15) Who	  is	  running	  the	  study?	  
	  
Elga	   Andriana	   is	   conducting	   this	   study	   as	   the	   basis	   for	   the	   degree	   of	   PhD	   at	   The	   University	   of	  
Sydney.	  This	  will	  take	  place	  under	  the	  supervision	  of	  Dr	  David	  Evans,	  Associate	  Professor	  Special	  
Education,	  The	  University	  of	  Sydney.	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(16) What	  will	  the	  study	  involve	  for	  me?	  
	  
You	  will	  be	  asked	  to	  be	  involved	  in	  an	  interview.	  We	  hope	  to	  gather	  more	  detailed	  information	  in	  
relation	  to	  inclusion	  practices	  in	  your	  school.	  
	  
It	  is	  anticipated	  that	  the	  interview	  will	  be	  conducted	  at	  your	  school	  during	  school	  hours,	  at	  a	  time	  
mutually	  agreed	  to	  by	  you.	  	  
	  
(17) How	  much	  of	  my	  time	  will	  the	  study	  take?	  
	  
	   	   The	  interview	  will	  take	  up	  to	  one	  hour	  to	  complete.	  
	  
(18) Who	  can	  take	  part	  in	  the	  study?	  
	  
This	  study	  involves	  differing	  members	  of	  your	  school	  community.	  	  Students,	  the	  school	  principal,	  
some	  teachers	  and	  some	  parents	  are	  being	  asked	  to	  participate	  in	  this	  study.	  	  
	  
(19) Do	  I	  have	  to	  be	  in	  the	  study?	  Can	  I	  withdraw	  from	  the	  study	  once	  I've	  started?	  
	  
Being	   in	   this	   study	   is	   completely	   voluntary	   and	   you	   do	   not	   have	   to	   take	   part.	   Your	   decision	  
whether	  to	  participate	  will	  not	  affect	  your	  current	  or	  future	  relationship	  with	  the	  researchers	  or	  
anyone	   else	   at	   the	   University	   of	   Sydney,	   your	   school,	   and	   the	   Yogyakarta	   City	   Department	   of	  
Education.	  	  
	  
If	  you	  decide	  to	  take	  part	  in	  the	  study	  and	  then	  change	  your	  mind	  later,	  you	  are	  free	  to	  withdraw	  
at	  any	  time.	  You	  can	  do	  this	  by	  informing	  your	  Principal	  that	  you	  no	  longer	  wish	  to	  participate	  in	  
the	  study.	  	  
	  
You	  are	  free	  to	  stop	  the	  interview	  at	  any	  time.	  Unless	  you	  say	  that	  you	  want	  us	  to	  keep	  them,	  any	  
recordings	  will	  be	  erased	  and	  the	  information	  you	  have	  provided	  will	  not	  be	  included	  in	  the	  study	  
results.	  You	  may	  also	  refuse	  to	  answer	  any	  questions	  that	  you	  do	  not	  wish	  to	  answer	  during	  the	  
interview.	  
	  	  
(20) Are	  there	  any	  risks	  or	  costs	  associated	  with	  being	  in	  the	  study?	  
	  
Aside	  from	  giving	  up	  your	  time,	  we	  do	  not	  expect	  that	  there	  will	  be	  any	  risks	  or	  costs	  associated	  
with	  taking	  part	  in	  this	  study.	  
	  
(21) Are	  there	  any	  benefits	  associated	  with	  being	  in	  the	  study?	  
	  
We	  cannot	  guarantee	  or	  promise	  that	  you	  will	  receive	  any	  direct	  benefits	  from	  being	  in	  the	  study.	  
	  
The	  study	  aims	  to	   investigate	  students’	  experiences	  of	   inclusion	   in	  reformed	  schools	   following	  a	  
regulation	  on	  inclusive	  education.	  Findings	  and	  recommendations	  of	  the	  study	  may	  benefit	  school	  
community	   to	   make	   informed	   decisions	   regarding	   future	   policy	   and	   practices	   of	   inclusion,	   in	  
particular	   to	   inform	   future	   regular	   public	   schools	   to	   be	   reformed	   adopting	   inclusive	   principles.	  
Thus	   it	   will	   also	   be	   benefit	   to	   the	   quality	   of	   education	   provided	   to	   the	   regular	   students	   and	  
students	  with	  special	  needs.	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(22) What	  will	  happen	  to	  information	  about	  me	  that	  is	  collected	  during	  the	  study?	  
	  
By	  providing	  your	  consent,	  you	  are	  agreeing	  to	  us	  collecting	  personal	   information	  about	  you	  for	  
the	  purposes	  of	  this	  research	  study.	  Your	  information	  will	  only	  be	  used	  for	  the	  purposes	  outlined	  
in	  this	  Participant	  Information	  Statement,	  unless	  you	  consent	  otherwise.	  
	  
Your	  information	  will	  be	  stored	  securely	  at	  the	  University	  of	  Sydney	  and	  your	  identity/information	  
will	  be	  kept	  strictly	  confidential,	  except	  as	  required	  by	  law.	  Study	  findings	  may	  be	  published,	  but	  
you	  will	  not	  be	  individually	  identifiable	  in	  these	  publications.	  
	  
With	  your	  permission,	  the	  interview	  will	  be	  audio	  recorded.	  The	  recording	  will	  be	  transcribed	  and	  
then	  analysed	  as	  part	  of	  the	  data	  analysis	  for	  the	  research.	  	  Transcriptions	  will	  be	  stored	  securely	  
at	  the	  University	  of	  Sydney.	  
	  
Further,	  results	  from	  the	  study	  may	  be	  used	  in	  conference	  presentations	  or	  journal	  publications.	  
In	  each	  of	  these	  situations,	  you	  and	  your	  individual	  school	  will	  not	  be	  identifiable.	  	  
	  
(23) Can	  I	  tell	  other	  people	  about	  the	  study?	  
	  
	   Yes,	  you	  are	  welcome	  to	  tell	  other	  people	  about	  the	  study.	  
	  
(24) What	  if	  I	  would	  like	  further	  information	  about	  the	  study?	  
	  
When	  you	  have	  read	  this	  information,	  Elga	  Andriana	  will	  be	  available	  to	  discuss	  it	  with	  you	  further	  
and	   answer	   any	   questions	   you	  may	   have.	   If	   you	   or	   your	   child	  would	   like	   to	   know	  more	   at	   any	  
stage	   during	   the	   study,	   please	   feel	   free	   to	   contact	   Dr	   David	   Evans,	   Associate	   Professor	   Special	  
Education,	  on	  02	  9351	  8463	  or	  via	  email	  at:	  david.evans@sydney.edu.au.	  
	  
(25) Will	  I	  be	  told	  the	  results	  of	  the	  study?	  
	  
You	  have	  a	  right	  to	  receive	  feedback	  about	  the	  overall	   results	  of	   this	  study.	  You	  can	  tell	  us	  that	  
you	  wish	  to	  receive	  feedback	  by	  ticking	  the	  relevant	  box	  on	  the	  consent	  form.	  This	  feedback	  will	  
be	   in	   the	   form	   of	   a	   one	   page	   lay	   summary.	   You	   will	   receive	   this	   feedback	   after	   the	   study	   is	  
finished.	  
	  
(26) What	  if	  I	  have	  a	  complaint	  or	  any	  concerns	  about	  the	  study?	  
	  
Research	   involving	  humans	   in	  Australia	   is	   reviewed	  by	  an	   independent	  group	  of	  people	  called	  a	  
Human	  Research	  Ethics	  Committee	  (HREC).	  The	  ethical	  aspects	  of	  this	  study	  have	  been	  approved	  
by	  the	  HREC	  of	  the	  University	  of	  Sydney.	  As	  part	  of	  this	  process,	  we	  have	  agreed	  to	  carry	  out	  the	  
study	   according	   to	   the	  National	   Statement	   on	   Ethical	   Conduct	   in	   Human	   Research	   (2007).	   This	  
statement	  has	  been	  developed	  to	  protect	  people	  who	  agree	  to	  take	  part	  in	  research	  studies.	  
	  
If	  you	  are	  concerned	  about	  the	  way	  this	  study	  is	  being	  conducted	  or	  you	  wish	  to	  make	  a	  complaint	  
to	   someone	   independent	   from	   the	   study,	   please	   contact	  Widiasmara	   at	   081578877987	   to	   help	  
you	  to	  write	  an	  email	   to	  the	  university	  using	  the	  details	  outlined	  below.	  Please	  quote	  the	  study	  
title	  and	  protocol	  number.	  	  
	  
The	  Manager,	  Ethics	  Administration,	  University	  of	  Sydney:	  
• Telephone:	  +61	  2	  8627	  8176	  
• Email:	  ro.humanethics@sydney.edu.au	  
• Fax:	  +61	  2	  8627	  8177	  (Facsimile)	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This	  information	  sheet	  is	  for	  you	  to	  keep	  
271 
	  
	  
	  
	  
	  
	  
Faculty	  of	  Education	  and	  Social	  Work	  	  
	   	  
	  ABN	  15	  211	  513	  464	  
	  
	   David	  Evans	  	  PhD	  
Associate	  Professor	  of	  Special	  Education	  	  
Room	  707	  
Education	  Building	  |	  A35	  
The	  University	  of	  Sydney	  	  
NSW	  2006	  AUSTRALIA	  
Telephone:	  	  	  +61	  2	  9351	  8463	  
Facsimile:	   	  +61	  2	  9351	  2606	  
Email:	  david.evans@sydney.edu.au	  
Web:	  http://www.sydney.edu.au/	  
	  
Hearing	  Voices:	  Children’s	  Experiences	  of	  Inclusion	  	  
	  
	  
PARENTAL	  INFORMATION	  STATEMENT	  
	  
(1) What	  is	  this	  study	  about?	  
	  
Your	  child	   is	   invited	   to	   take	  part	   in	  a	   research	  study	   that	  will	   investigate	  children’s	  experiences	   in	  
inclusive	  public	  primary	  schools.	  	  
	  
Your	  child	  has	  been	   invited	  to	  participate	   in	   this	  study	  because	  she/he	   is	  a	  student	   in	  an	   inclusive	  
school.	  This	  Participant	  Information	  Statement	  tells	  you	  about	  the	  research	  study.	  Knowing	  what	  is	  
involved	  will	  help	  you	  decide	  if	  you	  want	  to	  let	  your	  child	  take	  part	  in	  the	  research.	  Please	  read	  this	  
sheet	  carefully	  and	  ask	  questions	  about	  anything	  that	  you	  don’t	  understand	  or	  want	  to	  know	  more	  
about.	  	  
	  
Participation	  in	  this	  research	  study	  is	  voluntary.	  So	  it’s	  up	  to	  you	  whether	  you	  wish	  to	  let	  your	  child	  
take	  part	  or	  not.	  	  
	  
By	  giving	  your	  consent	  you	  are	  telling	  us	  that	  you:	  
ü Understand	  what	  you	  have	  read	  
ü Agree	  for	  your	  child	  to	  take	  part	  in	  the	  research	  study	  as	  outlined	  below	  
ü Agree	  to	  the	  use	  of	  your	  child’s	  personal	  information	  as	  described.	  
	  
You	  will	  be	  given	  a	  copy	  of	  this	  Parental	  Information	  Statement	  to	  keep.	  
	  
(2) Who	  is	  running	  the	  study?	  
	  
Elga	   Andriana	   is	   conducting	   this	   study	   as	   the	   basis	   for	   the	   degree	   of	   PhD	   at	   The	   University	   of	  
Sydney.	  This	  will	  take	  place	  under	  the	  supervision	  of	  Dr	  David	  Evans,	  Associate	  Professor	  Special	  
Education,	  The	  University	  of	  Sydney.	  
	   	   	  
(3) What	  will	  the	  study	  involve?	  
	  
	   Your	  child	  will	  be	  asked	  to:	  
-­‐ Join	  a	  training	  session	  of	  photography	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-­‐ Join	  a	  training	  session	  of	  perspectives	  in	  drawings	  
-­‐ Takes	   photos	   of	   places,	   things	   and	   activities	   within	   the	   school	   environment	   during	   school	  
hours	  
-­‐ Make	  some	  drawings	  of	  their	  experiences	  within	  the	  school	  setting	  
-­‐ Join	  a	  focus	  group	  to	  discuss	  some	  photos	  and	  drawings	  selected	  by	  students	  
-­‐ Be	  involved	  in	  an	  individual	  interview	  to	  explore	  more	  about	  his/her	  photos	  and	  drawings	  
	  
(4) How	  much	  time	  will	  the	  study	  take?	  
	  
Your	  child’s	  involvement	  in	  this	  study	  will	  take	  2	  weeks	  in	  total.	  The	  training	  sessions	  for	  
photography	  will	  take	  1	  hour.	  The	  training	  sessions	  for	  perspectives	  in	  drawing	  will	  also	  take	  1	  
hour.	  Your	  child	  will	  be	  able	  to	  take	  pictures	  and	  make	  drawing	  throughout	  the	  weeks	  in	  their	  
own	  time	  during	  school	  hours.	  Focus	  group	  will	  take	  30	  minutes	  and	  individual	  interview	  will	  also	  
take	  30	  minutes.	  
	  
(5) Who	  can	  take	  part	  in	  the	  study?	  
	  
Students	  with	  and	  without	  special	  needs	  across	  year	  1-­‐6	  can	  participate	  in	  this	  study.	  
(6) Does	  my	  child	  have	  to	  be	  in	  the	  study?	  Can	  they	  withdraw	  from	  the	  study	  once	  they’ve	  started?	  
	  
Being	   in	   this	   study	   is	   completely	   voluntary	   and	   your	   child	   does	   not	   have	   to	   take	   part.	   Your	  
decision	  whether	  to	  let	  them	  participate	  will	  not	  affect	  your/their	  relationship	  with	  your	  principal,	  
teachers	  in	  your	  school,	  the	  researchers	  or	  anyone	  else	  at	  the	  University	  of	  Sydney	  now	  or	  in	  the	  
future.	  	  
	  
If	  you	  decide	  to	  let	  your	  child	  take	  part	  in	  the	  study	  and	  then	  change	  your	  mind	  later	  (or	  they	  no	  
longer	  wish	  to	  take	  part),	  they	  are	  free	  to	  withdraw	  from	  the	  study	  at	  any	  time.	  You	  can	  do	  this	  by	  
informing	  your	  Principal	  that	  your	  child	  no	  longer	  wish	  to	  participate	  in	  the	  study.	  	  
	  
Your	  child	  is	  free	  to	  stop	  the	  interview	  at	  any	  time.	  Unless	  you	  say	  that	  you	  want	  us	  to	  keep	  them,	  
any	  recordings	  will	  be	  erased	  and	  the	  information	  your	  child	  has	  provided	  will	  not	  be	  included	  in	  
the	   study	   results.	   Your	   child	  may	  also	   refuse	   to	  answer	  any	  questions	   that	   they	  do	  not	  wish	   to	  
answer	  during	  the	  interview.	  
	  	  
If	   your	   child	   takes	   part	   in	   a	   focus	   group,	   they	   are	   free	   to	   stop	   participating	   at	   any	   stage	   or	   to	  
refuse	   to	   answer	   any	   of	   the	   questions.	   However,	   it	   will	   not	   be	   possible	   to	   withdraw	   their	  
individual	  comments	  from	  our	  records	  once	  the	  group	  has	  started,	  as	  it	  is	  a	  group	  discussion.	  	  
	  
If	  your	  child	  withdraws	  from	  the	  study,	  we	  will	  not	  collect	  any	  more	  information	  from	  them.	  Any	  
information	  that	  we	  have	  already	  collected,	  however,	  will	  be	  kept	  in	  our	  study	  records	  and	  may	  be	  
included	  in	  publications.	  
	  
(7) Are	  there	  any	  risks	  or	  costs	  associated	  with	  being	  in	  the	  study?	  
	  
Aside	  from	  giving	  up	  their	  time,	  we	  do	  not	  expect	  that	  there	  will	  be	  any	  risks	  or	  costs	  associated	  
with	  taking	  part	  in	  this	  study	  for	  your	  child.	  
	  
(8) Are	  there	  any	  benefits	  associated	  with	  being	  in	  the	  study?	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Your	  child	  will	  learn	  some	  basic	  skills	  of	  photography	  and	  perspectives	  in	  drawing.	  	  
Being	  in	  the	  study	  also	  help	  us	  to	  understand	  students’s	  experiences	  of	  inclusion	  that	  in	  the	  future	  
could	  help	  other	  schools	  to	  give	  better	  services	  to	  all	  children	  
	  
(9) What	  will	  happen	  to	  information	  that	  is	  collected	  during	  the	  study?	  
	  
By	  providing	  your	  consent,	  you	  are	  agreeing	  to	  us	  collecting	  personal	  information	  about	  your	  child	  
for	   the	   purposes	   of	   this	   research	   study.	   Their	   personal	   information	   will	   only	   be	   used	   for	   the	  
purposes	  outlined	  in	  this	  Participant	  Information	  Statement,	  unless	  you	  consent	  otherwise.	  
	  
Your	  child’s	  information	  will	  be	  stored	  securely	  and	  their	  identity/information	  will	  be	  kept	  strictly	  
confidential,	  except	  as	  required	  by	  law.	  Study	  findings	  may	  be	  published,	  but	  your	  child	  will	  not	  be	  
individually	  identifiable	  in	  these	  publications.	  
	  
(10) Can	  I	  or	  my	  child	  tell	  other	  people	  about	  the	  study?	  
	  
	   Yes,	  you	  are	  welcome	  to	  tell	  other	  people	  about	  the	  study.	  
	  
(11) What	  if	  we	  would	  like	  further	  information	  about	  the	  study?	  
	  
When	  you	  have	  read	  this	  information,	  Elga	  Andriana	  will	  be	  available	  to	  discuss	  it	  with	  you	  further	  
and	   answer	   any	   questions	   you	  may	   have.	   If	   you	   or	   your	   child	  would	   like	   to	   know	  more	   at	   any	  
stage	   during	   the	   study,	   please	   feel	   free	   to	   contact	   Dr	   David	   Evans,	   Associate	   Professor	   Special	  
Education,	  on	  02	  9351	  8463	  or	  via	  email	  at:	  david.evans@sydney.edu.au.	  
	  
(12) Will	  we	  be	  told	  the	  results	  of	  the	  study?	  
	  
You	  and	  your	  child	  have	  a	  right	  to	  receive	  feedback	  about	  the	  overall	  results	  of	  this	  study.	  You	  can	  
tell	   us	   that	   you	  wish	   to	   receive	   feedback	  by	   ticking	   the	   relevant	  box	  on	   the	   consent	   form.	   This	  
feedback	  will	  be	  in	  the	  form	  of	  a	  one	  page	  lay	  summary.	  You	  will	  receive	  this	  feedback	  after	  the	  
study	  is	  finished.	  
	  
(13) What	  if	  we	  have	  a	  complaint	  or	  any	  concerns	  about	  the	  study?	  
	  
Research	   involving	  humans	   in	  Australia	   is	   reviewed	  by	  an	   independent	  group	  of	  people	  called	  a	  
Human	  Research	  Ethics	  Committee	  (HREC).	  The	  ethical	  aspects	  of	  this	  study	  have	  been	  approved	  
by	  the	  HREC	  of	  the	  University	  of	  Sydney.	  As	  part	  of	  this	  process,	  we	  have	  agreed	  to	  carry	  out	  the	  
study	   according	   to	   the	  National	   Statement	   on	   Ethical	   Conduct	   in	   Human	   Research	   (2007).	   This	  
statement	  has	  been	  developed	  to	  protect	  people	  who	  agree	  to	  take	  part	  in	  research	  studies.	  
	  
If	  you	  (or	  your	  child)	  are	  concerned	  about	  the	  way	  this	  study	  is	  being	  conducted	  or	  wish	  to	  make	  a	  
complaint	  to	  someone	  independent	  from	  the	  study,	  please	  contact	  Widiasmara	  at	  081578877987	  
to	  help	  you	  write	  an	  email	  to	  the	  university	  using	  the	  details	  outlined	  below.	  	  
	  
The	  Manager,	  Ethics	  Administration,	  University	  of	  Sydney:	  
• Telephone:	  +61	  2	  8627	  8176	  
• Email:	  ro.humanethics@sydney.edu.au	  
• Fax:	  +61	  2	  8627	  8177	  (Facsimile)	  
	  
This	  information	  sheet	  is	  for	  you	  to	  keep
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Faculty	  of	  Education	  and	  Social	  Work	  	  
	   	  
	  ABN	  15	  211	  513	  464	  
	  
	   David	  Evans	  	  PhD	  
Associate	  Professor	  of	  Special	  Education	  	  
Room	  707	  
Education	  Building	  |	  A35	  
The	  University	  of	  Sydney	  	  
NSW	  2006	  AUSTRALIA	  
Telephone:	  	  	  +61	  2	  9351	  8463	  
Facsimile:	   	  +61	  2	  9351	  2606	  
Email:	  david.evans@sydney.edu.au	  
Web:	  http://www.sydney.edu.au/	  
	  
Hearing	  Voices:	  Children’s	  Experiences	  of	  Inclusion	  	  
	  
	   	   Hello.	  Our	  names	  are:	  
• David	  Evans	  	  	  
• Elga	  Andriana	  
	  
We	   are	   doing	   a	   research	   study	   to	   find	   out	   more	   about	   your	   experiences	   at	   school.	   	   A	  
research	  study	   is	  a	  project	   that	  people	  called	  “researchers”	  do,	   so	   that	   they	  can	   find	  out	  
more	  about	  something.	  
	  
We	  are	  asking	  you	  to	  be	  in	  our	  research	  because	  you	  are	  students	  in	  an	  inclusive	  primary	  school.	  	  
	  
This	  sheet	  tells	  you	  what	  we	  will	  ask	  you	  to	  do	  if	  you	  decide	  to	  take	  part	  in	  the	  study.	  Please	  read	  it	  carefully	  so	  
that	  you	  can	  decide	  if	  you	  want	  to	  take	  part.	  	  
	  
If	  you	  have	  any	  questions,	  you	  can	  ask	  us	  or	  your	  parents	  or	  your	  teacher.	  If	  you	  want,	  you	  can	  call	  us	  any	  time	  
on	  +0274384246.	  
	  
You	  can	  decide	  if	  you	  want	  to	  take	  part	  in	  the	  study	  or	  not.	  You	  don’t	  have	  to	  -­‐	  it’s	  up	  to	  you.	  	  
	  
If	  you	  decide	  you	  want	   to	  be	   in	   the	  study	  and	   then	  you	  change	  your	  mind	   later,	   that’s	  ok.	  You	  won’t	  get	   in	  
trouble,	  and	  no	  one	  will	  be	  sad	  or	  mad	  at	  you.	  	  
	   	  
What	  will	  happen	  if	  I	  say	  that	  I	  want	  to	  be	  in	  the	  research?	  
	  
If	  you	  decide	  that	  you	  want	  to	  be	  in	  our	  research,	  we	  will	  ask	  you	  to	  do	  these	  things:	  
	  
• Take	  photos	  of	  places,	  things	  and	  activities	  in	  your	  school	  
• Make	  some	  drawings	  of	  yourselves	  and	  your	  activities	  at	  school	  
• Talk	  to	  me	  (Elga)	  about	  your	  photos	  and	  drawings	  
	  
You	  will	  learn	  about	  photography	  and	  how	  to	  work	  with	  digital	  cameras,	  also	  about	  drawing.	  Your	  class	  
teacher	  and	  I	  will	  help	  you	  during	  the	  training	  sessions	  of	  photography	  and	  drawing.	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When	  we	  ask	  you	  questions,	  you	  can	  choose	  which	  ones	  you	  want	  to	  answer.	  If	  you	  don’t	  want	  to	  talk	  about	  
something,	  that’s	  ok.	  You	  can	  stop	  talking	  to	  us	  at	  any	  time.	  
	   	  
AUDIO	  RECORDING:	  If	  you	  say	  it’s	  ok,	  we	  will	  record	  what	  you	  say	  with	  a	  tape	  recorder.	  
	  
FOCUS	  GROUP:	  When	  you	  talk	  with	  us	  and	  other	  people	  in	  a	  group,	  we	  won’t	  be	  able	  to	  take	  out	  the	  things	  
you	  say	  after	  you	  have	  said	  them.	  This	  is	  because	  you	  will	  be	  talking	  in	  a	  group	  and	  our	  notes	  will	  have	  all	  the	  
things	  that	  everyone	  else	  said	  as	  well.	  	   	  
	  
Will	  anyone	  else	  know	  what	  I	  say	  in	  the	  study?	  	  
	  
We	  won’t	  tell	  anyone	  else	  what	  you	  say	  to	  us.	  All	  of	  the	  information	  that	  we	  have	  about	  you	  
from	  the	  study	  will	  be	  kept	  in	  a	  safe	  place	  and	  we	  will	  look	  after	  it	  very	  carefully.	  We	  will	  write	  
a	  report	  about	  the	  research	  and	  show	  it	  to	  other	  people	  but	  we	  won’t	  say	  your	  name	  in	  the	  
report.	  We	  will	  also	  show	  the	  photos	  that	  you	  and	  other	  students	  have	  taken	  in	  the	  report	  that	  
might	  show	  your	  face,	  unless	  you	  tell	  us	  that	  you	  don’t	  want	  people	  to	  see	  your	  face	  then	  we	  will	  
make	  it	  blurry.	  
	  
How	  long	  will	  the	  study	  take?	  
	  
Your	  involvement	  in	  this	  study	  will	  take	  3	  weeks	  in	  total.	  The	  training	  sessions	  for	  photography	  
will	  take	  1	  hour.	  The	  training	  sessions	  for	  drawing	  will	  take	  1	  hour.	  You	  will	  be	  able	  to	  take	  photos	  
and	  make	  drawings	  in	  your	  own	  time	  during	  school	  hours.	  Group	  discussions	  will	  take	  30	  minutes	  
and	  the	  individual	  talk	  with	  Elga	  will	  also	  take	  up	  to	  30	  minutes.	  
	  
Are	  there	  any	  good	  things	  about	  being	  in	  the	  study?	  
	  
You	  will	  learn	  some	  basic	  skills	  of	  photography	  and	  drawing.	  Being	  in	  the	  study	  also	  help	  us	  and	  
other	  people	  to	  understand	  your	  experiences	  that	  in	  the	  future	  could	  help	  schools	  to	  give	  better	  
support	  to	  all	  children	  
	  
Are	  there	  any	  bad	  things	  about	  being	  in	  the	  study?	  	  
	  
This	  study	  will	  take	  up	  some	  of	  your	  time,	  but	  we	  don’t	  think	  it	  will	  be	  bad	  for	  you	  or	  cost	  you	  
anything.	  	  
	  
	   	  
Will	  you	  tell	  me	  what	  you	  learnt	  in	  the	  study	  at	  the	  end?	  
 276 
	  
Yes,	  we	  will	  if	  you	  want	  us	  to.	  There	  is	  a	  question	  on	  the	  next	  page	  that	  asks	  you	  if	  you	  want	  us	  to	  tell	  you	  what	  
we	  learnt	  in	  the	  research.	  If	  you	  circle	  Yes,	  when	  we	  finish	  the	  study	  we	  will	  tell	  you	  what	  we	  learnt.	  	  
	   	  
What	  if	  I	  am	  not	  happy	  with	  the	  study	  or	  the	  people	  doing	  the	  study?	  
	  
If	  you	  are	  not	  happy	  with	  how	  we	  are	  doing	  the	  study	  or	  how	  we	  treat	  you,	   then	  you	  or	  your	  
parents:	  
• Inform	  your	  school	  counsellor	  or	  class	  teacher	  or	  principal	  
• Call	  Widiasmara	  at	  081578877987	  to	  help	  you	  or	  your	  parents	  write	  an	  email	  to	  
ro.humanethics@sydney.edu.au	  
	  
This	  sheet	  is	  for	  you	  to	  keep.	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Faculty	  of	  Education	  and	  Social	  Work	  	  
	   	  
	  ABN	  15	  211	  513	  464	  
	  
	   David	  Evans	  PhD	  
Associate	  Professor	  of	  Special	  Education	  	  
Room	  707	  
Education	  Building	  |	  A35	  
The	  University	  of	  Sydney	  	  
NSW	  2006	  AUSTRALIA	  
Telephone:	  	  	  +61	  2	  9351	  8463	  
Facsimile:	   	  +61	  2	  9351	  2606	  
Email:	  david.evans@sydney.edu.au	  
Web:	  http://www.sydney.edu.au/	  
	  
Hearing	  Voices:	  Children’s	  Experiences	  of	  Inclusion	  	  
	  
PARTICIPANT	  INFORMATION	  STATEMENT	  
	  
Class	  Teacher	  
	  
(1) What	  is	  this	  study	  about?	  
	  
You	  are	  invited	  to	  take	  part	  in	  a	  research	  study	  that	  will	  investigate	  students’	  experiences	  of	  inclusion	  in	  
inclusive	  public	  primary	  schools.	  
	  
You	  have	  been	   invited	   to	  participate	   in	   this	   study	  because	  you	  are	  a	  Class	  Teacher	  of	  a	   student	  who	  
participates	  in	  this	  study.	  Your	  Principal	  has	  expressed	  interest	  in	  your	  school	  participating	  in	  the	  study	  
and	   this	   Participant	   Information	   Statement	   tells	   you	   about	   the	   research	   study.	   Knowing	   what	   is	  
involved	  will	  help	  you	  decide	  if	  you	  want	  to	  take	  part	  in	  the	  research.	  Please	  read	  this	  sheet	  carefully	  
and	  ask	  questions	  about	  anything	  that	  you	  don’t	  understand	  or	  want	  to	  know	  more	  about.	  	  
	  
Participation	  in	  this	  research	  study	  is	  voluntary.	  So	  it’s	  up	  to	  you	  whether	  you	  wish	  to	  take	  part	  or	  not.	  	  
	  
By	  giving	  your	  consent	  to	  take	  part	  in	  this	  study	  you	  are	  telling	  us	  that	  you:	  
ü Understand	  what	  you	  have	  read	  
ü Agree	  to	  take	  part	  in	  the	  research	  study	  as	  outlined	  below	  
ü Agree	  to	  the	  use	  of	  your	  personal	  information	  as	  described.	  
	  
You	  will	  be	  given	  a	  copy	  of	  this	  Participant	  Information	  Statement	  to	  keep.	  
	  
(2) Who	  is	  running	  the	  study?	  
	  
Elga	  Andriana	  is	  conducting	  this	  study	  as	  the	  basis	  for	  the	  degree	  of	  PhD	  at	  The	  University	  of	  Sydney.	  
This	  will	   take	  place	  under	  the	  supervision	  of	  Dr	  David	  Evans,	  Associate	  Professor	  Special	  Education,	  
The	  University	  of	  Sydney.	  
	  
(3) What	  will	  the	  study	  involve	  for	  me?	  
You	  will	  be	  asked	   to	  be	   involved	   in	  an	   interview.	  We	  hope	   to	  gather	  more	  detailed	   information	   in	  
relation	  to	  inclusion	  practices	  in	  your	  school.	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It	   is	  anticipated	   that	   the	   interview	  will	  be	  conducted	  at	  your	   school	  during	  school	  hours,	  at	  a	   time	  
mutually	  agreed	  to	  by	  you.	  	  
	  
(4) How	  much	  of	  my	  time	  will	  the	  study	  take?	  
	  
	   	   The	  interview	  will	  take	  up	  to	  one	  hour	  to	  complete.	  
	  
(5) Who	  can	  take	  part	  in	  the	  study?	  
	  
This	   study	   involves	   differing	  members	   of	   your	   school	   community.	   	   Students,	   the	   school	   principal,	  
some	  teachers	  and	  some	  parents	  are	  being	  asked	  to	  participate	  in	  this	  study.	  	  
	  
(6) Do	  I	  have	  to	  be	  in	  the	  study?	  Can	  I	  withdraw	  from	  the	  study	  once	  I've	  started?	  
	  
Being	  in	  this	  study	  is	  completely	  voluntary	  and	  you	  do	  not	  have	  to	  take	  part.	  Your	  decision	  whether	  
to	  participate	  will	  not	  affect	  your	  current	  or	  future	  relationship	  with	  the	  researchers	  or	  anyone	  else	  
at	  the	  University	  of	  Sydney,	  your	  school,	  and	  the	  Department	  of	  Education-­‐Yogyakarta	  City.	  	  
	  
If	  you	  decide	  to	  take	  part	  in	  the	  study	  and	  then	  change	  your	  mind	  later,	  you	  are	  free	  to	  withdraw	  at	  
any	   time.	  You	  can	  do	  this	  by	   informing	  your	  Principal	   that	  you	  no	   longer	  wish	  to	  participate	   in	   the	  
study.	  	  
	  
You	  are	  free	  to	  stop	  the	   interview	  at	  any	  time.	  Unless	  you	  say	  that	  you	  want	  us	  to	  keep	  them,	  any	  
recordings	  will	  be	  erased	  and	   the	   information	  you	  have	  provided	  will	  not	  be	   included	   in	   the	   study	  
results.	   You	  may	   also	   refuse	   to	   answer	   any	   questions	   that	   you	   do	   not	  wish	   to	   answer	   during	   the	  
interview.	  
	  	  
(7) Are	  there	  any	  risks	  or	  costs	  associated	  with	  being	  in	  the	  study?	  
	  
Aside	  from	  giving	  up	  your	  time,	  we	  do	  not	  expect	  that	  there	  will	  be	  any	  risks	  or	  costs	  associated	  with	  
taking	  part	  in	  this	  study.	  
	  
(8) Are	  there	  any	  benefits	  associated	  with	  being	  in	  the	  study?	  
	  
We	  cannot	  guarantee	  or	  promise	  that	  you	  will	  receive	  any	  direct	  benefits	  from	  being	  in	  the	  study.	  
	  
The	   study	   aims	   to	   investigate	   students’	   experiences	   of	   inclusion	   in	   reformed	   schools	   following	   a	  
regulation	  on	   inclusive	   education.	   Findings	   and	   recommendations	   of	   the	   study	  may	  benefit	   school	  
community	   to	   make	   informed	   decisions	   regarding	   future	   policy	   and	   practices	   of	   inclusion,	   in	  
particular	  to	  inform	  future	  regular	  public	  schools	  to	  be	  reformed	  adopting	  inclusive	  principles.	  Thus	  it	  
will	  also	  be	  benefit	   to	   the	  quality	  of	  education	  provided	   to	   the	   regular	   students	  and	  students	  with	  
special	  needs.	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(9) What	  will	  happen	  to	  information	  about	  me	  that	  is	  collected	  during	  the	  study?	  
	  
By	  providing	  your	  consent,	  you	  are	  agreeing	  to	  us	  collecting	  personal	  information	  about	  you	  for	  the	  
purposes	  of	  this	  research	  study.	  Your	  information	  will	  only	  be	  used	  for	  the	  purposes	  outlined	  in	  this	  
Participant	  Information	  Statement,	  unless	  you	  consent	  otherwise.	  
	  
Your	   information	  will	  be	   stored	   securely	  at	   the	  University	  of	   Sydney	  and	  your	   identity/information	  
will	  be	  kept	  strictly	  confidential,	  except	  as	  required	  by	  law.	  Study	  findings	  may	  be	  published,	  but	  you	  
will	  not	  be	  individually	  identifiable	  in	  these	  publications.	  
	  
With	   your	  permission,	   the	   interview	  will	   be	   audio	   recorded.	   The	   recording	  will	   be	   transcribed	   and	  
then	  analysed	  as	  part	  of	  the	  data	  analysis	  for	  the	  research.	  	  Transcriptions	  will	  be	  stored	  securely	  at	  
the	  University	  of	  Sydney.	  
	  
Further,	  results	  from	  the	  study	  may	  be	  used	  in	  conference	  presentations	  or	  journal	  publications.	  In	  
each	  of	  these	  situations,	  you	  and	  your	  individual	  school	  will	  not	  be	  identifiable.	  	  
	  	  
(10) Can	  I	  tell	  other	  people	  about	  the	  study?	  
	   Yes,	  you	  are	  welcome	  to	  tell	  other	  people	  about	  the	  study.	  
	  
(11) What	  if	  I	  would	  like	  further	  information	  about	  the	  study?	  
	  
When	  you	  have	  read	  this	   information,	  Elga	  Andriana	  will	  be	  available	  to	  discuss	   it	  with	  you	  further	  
and	  answer	  any	  questions	  you	  may	  have.	  If	  you	  or	  your	  child	  would	  like	  to	  know	  more	  at	  any	  stage	  
during	  the	  study,	  please	  feel	   free	  to	  contact	  Dr	  David	  Evans,	  Associate	  Professor	  Special	  Education,	  
on	  02	  9351	  8463	  or	  via	  email	  at:	  david.evans@sydney.edu.au.	  
	  
(12) Will	  I	  be	  told	  the	  results	  of	  the	  study?	  
	  
You	  have	  a	  right	  to	  receive	  feedback	  about	  the	  overall	  results	  of	  this	  study.	  You	  can	  tell	  us	  that	  you	  
wish	  to	  receive	  feedback	  by	  ticking	  the	  relevant	  box	  on	  the	  consent	  form.	  This	  feedback	  will	  be	  in	  the	  
form	  of	  a	  one	  page	  lay	  summary.	  You	  will	  receive	  this	  feedback	  after	  the	  study	  is	  finished.	  
	  
(13) What	  if	  I	  have	  a	  complaint	  or	  any	  concerns	  about	  the	  study?	  
	  
Research	   involving	   humans	   in	   Australia	   is	   reviewed	   by	   an	   independent	   group	   of	   people	   called	   a	  
Human	  Research	  Ethics	  Committee	  (HREC).	  The	  ethical	  aspects	  of	  this	  study	  have	  been	  approved	  by	  
the	  HREC	  of	  the	  University	  of	  Sydney.	  As	  part	  of	  this	  process,	  we	  have	  agreed	  to	  carry	  out	  the	  study	  
according	  to	   the	  National	  Statement	  on	  Ethical	  Conduct	   in	  Human	  Research	   (2007).	  This	  statement	  
has	  been	  developed	  to	  protect	  people	  who	  agree	  to	  take	  part	  in	  research	  studies.	  
	  
If	  you	  are	  concerned	  about	  the	  way	  this	  study	  is	  being	  conducted	  or	  you	  wish	  to	  make	  a	  complaint	  to	  
someone	  independent	  from	  the	  study,	  please	  contact	  Widiasmara	  at	  081578877987	  to	  help	  you	  to	  
write	   an	   email	   to	   the	  university	   using	   the	  details	   outlined	  below.	   Please	  quote	   the	   study	   title	   and	  
protocol	  number.	  	  
	  
The	  Manager,	  Ethics	  Administration,	  University	  of	  Sydney:	  
• Telephone:	  +61	  2	  8627	  8176	  
• Email:	  ro.humanethics@sydney.edu.au	  
• Fax:	  +61	  2	  8627	  8177	  (Facsimile)	  
	  
 280 
	  
This	  information	  sheet	  is	  for	  you	  to	  keep	  
	  
	  
	  
	  
Faculty	  of	  Education	  and	  Social	  Work	  	  
	   	  
	  ABN	  15	  211	  513	  464	  
	  
	   David	  Evans	  PhD	  
Associate	  Professor	  of	  Special	  Education	  	  
Room	  707	  
Education	  Building	  |	  A35	  
The	  University	  of	  Sydney	  	  
NSW	  2006	  AUSTRALIA	  
Telephone:	  	  	  +61	  2	  9351	  8463	  
Facsimile:	   	  +61	  2	  9351	  2606	  
Email:	  david.evans@sydney.edu.au	  
Web:	  http://www.sydney.edu.au/	  
	  
Hearing	  Voices:	  Children’s	  Experiences	  of	  Inclusion	  	  
	  
PARTICIPANT	  INFORMATION	  STATEMENT	  
	  
Special	  Need	  Teacher	  
	  
(1) What	  is	  this	  study	  about?	  
	  
You	  are	  invited	  to	  take	  part	  in	  a	  research	  study	  that	  will	  investigate	  students’	  experiences	  of	  inclusion	  in	  
inclusive	  public	  primary	  schools.	  
	  
You	  have	  been	  invited	  to	  participate	  in	  this	  study	  because	  you	  are	  a	  Special	  need	  Teacher	  of	  a	  student	  
with	   special	  need	  who	  participates	   in	   this	   study.	  Your	  Principal	  has	  expressed	   interest	   in	  your	   school	  
participating	  in	  the	  study	  and	  this	  Participant	  Information	  Statement	  tells	  you	  about	  the	  research	  study.	  
Knowing	  what	  is	  involved	  will	  help	  you	  decide	  if	  you	  want	  to	  take	  part	  in	  the	  research.	  Please	  read	  this	  
sheet	   carefully	   and	   ask	   questions	   about	   anything	   that	   you	   don’t	   understand	   or	  want	   to	   know	  more	  
about.	  	  
	  
Participation	  in	  this	  research	  study	  is	  voluntary.	  So	  it’s	  up	  to	  you	  whether	  you	  wish	  to	  take	  part	  or	  not.	  	  
	  
By	  giving	  your	  consent	  to	  take	  part	  in	  this	  study	  you	  are	  telling	  us	  that	  you:	  
ü Understand	  what	  you	  have	  read	  
ü Agree	  to	  take	  part	  in	  the	  research	  study	  as	  outlined	  below	  
ü Agree	  to	  the	  use	  of	  your	  personal	  information	  as	  described.	  
	  
You	  will	  be	  given	  a	  copy	  of	  this	  Participant	  Information	  Statement	  to	  keep.	  
	  
(2) Who	  is	  running	  the	  study?	  
	  
Elga	  Andriana	  is	  conducting	  this	  study	  as	  the	  basis	  for	  the	  degree	  of	  PhD	  at	  The	  University	  of	  Sydney.	  
This	  will	   take	  place	  under	  the	  supervision	  of	  Dr	  David	  Evans,	  Associate	  Professor	  Special	  Education,	  
The	  University	  of	  Sydney.	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(3) What	  will	  the	  study	  involve	  for	  me?	  
	  
You	  will	  be	  asked	   to	  be	   involved	   in	  an	   interview.	  We	  hope	   to	  gather	  more	  detailed	   information	   in	  
relation	  to	  inclusion	  practices	  in	  your	  school.	  
	  
It	   is	  anticipated	   that	   the	   interview	  will	  be	  conducted	  at	  your	   school	  during	  school	  hours,	  at	  a	   time	  
mutually	  agreed	  to	  by	  you.	  	  
	  
(4) How	  much	  of	  my	  time	  will	  the	  study	  take?	  
	  
	   	   The	  interview	  will	  take	  up	  to	  one	  hour	  to	  complete.	  
	  
(5) Who	  can	  take	  part	  in	  the	  study?	  
	  
This	   study	   involves	   differing	  members	   of	   your	   school	   community.	   	   Students,	   the	   school	   principal,	  
some	  teachers	  and	  some	  parents	  are	  being	  asked	  to	  participate	  in	  this	  study.	  
	  
(6) Do	  I	  have	  to	  be	  in	  the	  study?	  Can	  I	  withdraw	  from	  the	  study	  once	  I've	  started?	  
	  
Being	  in	  this	  study	  is	  completely	  voluntary	  and	  you	  do	  not	  have	  to	  take	  part.	  Your	  decision	  whether	  
to	  participate	  will	  not	  affect	  your	  current	  or	  future	  relationship	  with	  the	  researchers	  or	  anyone	  else	  
at	  the	  University	  of	  Sydney,	  your	  school,	  and	  the	  Yogyakarta	  City	  Department	  of	  Education.	  	  
	  
If	  you	  decide	  to	  take	  part	  in	  the	  study	  and	  then	  change	  your	  mind	  later,	  you	  are	  free	  to	  withdraw	  at	  
any	   time.	  You	  can	  do	  this	  by	   informing	  your	  Principal	   that	  you	  no	   longer	  wish	   to	  participate	   in	   the	  
study.	  	  
	  
You	  are	  free	  to	  stop	  the	   interview	  at	  any	  time.	  Unless	  you	  say	  that	  you	  want	  us	  to	  keep	  them,	  any	  
recordings	  will	  be	  erased	  and	   the	   information	  you	  have	  provided	  will	  not	  be	   included	   in	   the	   study	  
results.	   You	  may	   also	   refuse	   to	   answer	   any	   questions	   that	   you	   do	   not	  wish	   to	   answer	   during	   the	  
interview.	  
	  	  
(7) Are	  there	  any	  risks	  or	  costs	  associated	  with	  being	  in	  the	  study?	  
	  
Aside	  from	  giving	  up	  your	  time,	  we	  do	  not	  expect	  that	  there	  will	  be	  any	  risks	  or	  costs	  associated	  with	  
taking	  part	  in	  this	  study.	  
	  
(8) Are	  there	  any	  benefits	  associated	  with	  being	  in	  the	  study?	  
	  
We	  cannot	  guarantee	  or	  promise	  that	  you	  will	  receive	  any	  direct	  benefits	  from	  being	  in	  the	  study.	  
	  
The	   study	   aims	   to	   investigate	   students’	   experiences	   of	   inclusion	   in	   reformed	   schools	   following	   a	  
regulation	  on	   inclusive	   education.	   Findings	   and	   recommendations	   of	   the	   study	  may	  benefit	   school	  
community	   to	   make	   informed	   decisions	   regarding	   future	   policy	   and	   practices	   of	   inclusion,	   in	  
particular	  to	  inform	  future	  regular	  public	  schools	  to	  be	  reformed	  adopting	  inclusive	  principles.	  Thus	  it	  
will	  also	  be	  benefit	   to	   the	  quality	  of	  education	  provided	   to	   the	   regular	   students	  and	  students	  with	  
special	  needs.	  	  
(9) What	  will	  happen	  to	  information	  about	  me	  that	  is	  collected	  during	  the	  study?	  
	  
 282 
	  
By	  providing	  your	  consent,	  you	  are	  agreeing	  to	  us	  collecting	  personal	  information	  about	  you	  for	  the	  
purposes	  of	  this	  research	  study.	  Your	  information	  will	  only	  be	  used	  for	  the	  purposes	  outlined	  in	  this	  
Participant	  Information	  Statement,	  unless	  you	  consent	  otherwise.	  
	  
Your	   information	  will	  be	   stored	   securely	  at	   the	  University	  of	   Sydney	  and	  your	   identity/information	  
will	  be	  kept	  strictly	  confidential,	  except	  as	  required	  by	  law.	  Study	  findings	  may	  be	  published,	  but	  you	  
will	  not	  be	  individually	  identifiable	  in	  these	  publications.	  
	  
With	   your	  permission,	   the	   interview	  will	   be	   audio	   recorded.	   The	   recording	  will	   be	   transcribed	   and	  
then	  analysed	  as	  part	  of	  the	  data	  analysis	  for	  the	  research.	  	  Transcriptions	  will	  be	  stored	  securely	  at	  
the	  University	  of	  Sydney.	  
	  
Further,	  results	  from	  the	  study	  may	  be	  used	  in	  conference	  presentations	  or	  journal	  publications.	  In	  
each	  of	  these	  situations,	  you	  and	  your	  individual	  school	  will	  not	  be	  identifiable.	  	  
	  
(10) Can	  I	  tell	  other	  people	  about	  the	  study?	  
	  
	   Yes,	  you	  are	  welcome	  to	  tell	  other	  people	  about	  the	  study.	  
	  
(11) What	  if	  I	  would	  like	  further	  information	  about	  the	  study?	  
	  
When	  you	  have	  read	  this	   information,	  Elga	  Andriana	  will	  be	  available	  to	  discuss	   it	  with	  you	  further	  
and	  answer	  any	  questions	  you	  may	  have.	  If	  you	  or	  your	  child	  would	  like	  to	  know	  more	  at	  any	  stage	  
during	  the	  study,	  please	  feel	   free	  to	  contact	  Dr	  David	  Evans,	  Associate	  Professor	  Special	  Education,	  
on	  02	  9351	  8463	  or	  via	  email	  at:	  david.evans@sydney.edu.au.	  
	  
(12) Will	  I	  be	  told	  the	  results	  of	  the	  study?	  
	  
You	  have	  a	  right	  to	  receive	  feedback	  about	  the	  overall	  results	  of	  this	  study.	  You	  can	  tell	  us	  that	  you	  
wish	  to	  receive	  feedback	  by	  ticking	  the	  relevant	  box	  on	  the	  consent	  form.	  This	  feedback	  will	  be	  in	  the	  
form	  of	  a	  one	  page	  lay	  summary.	  You	  will	  receive	  this	  feedback	  after	  the	  study	  is	  finished.	  
	  
(13) What	  if	  I	  have	  a	  complaint	  or	  any	  concerns	  about	  the	  study?	  
	  
Research	   involving	   humans	   in	   Australia	   is	   reviewed	   by	   an	   independent	   group	   of	   people	   called	   a	  
Human	  Research	  Ethics	  Committee	  (HREC).	  The	  ethical	  aspects	  of	  this	  study	  have	  been	  approved	  by	  
the	  HREC	  of	  the	  University	  of	  Sydney.	  As	  part	  of	  this	  process,	  we	  have	  agreed	  to	  carry	  out	  the	  study	  
according	  to	   the	  National	  Statement	  on	  Ethical	  Conduct	   in	  Human	  Research	   (2007).	  This	  statement	  
has	  been	  developed	  to	  protect	  people	  who	  agree	  to	  take	  part	  in	  research	  studies.	  
	  
If	  you	  are	  concerned	  about	  the	  way	  this	  study	  is	  being	  conducted	  or	  you	  wish	  to	  make	  a	  complaint	  to	  
someone	  independent	  from	  the	  study,	  please	  contact	  Widiasmara	  at	  081578877987	  to	  help	  you	  to	  
write	   an	   email	   to	   the	  university	   using	   the	  details	   outlined	  below.	   Please	  quote	   the	   study	   title	   and	  
protocol	  number.	  	  
	  
The	  Manager,	  Ethics	  Administration,	  University	  of	  Sydney:	  
• Telephone:	  +61	  2	  8627	  8176	  
• Email:	  ro.humanethics@sydney.edu.au	  
• Fax:	  +61	  2	  8627	  8177	  (Facsimile)	  
	  
This	  information	  sheet	  is	  for	  you	  to	  keep
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Faculty	  of	  Education	  and	  Social	  Work	  	  
	   	  
	  ABN	  15	  211	  513	  464	  
	  
	   David	  Evans	  	  PhD	  
Associate	  Professor	  of	  Special	  Education	  	  
Room	  707	  
Education	  Building	  |	  A35	  
The	  University	  of	  Sydney	  	  
NSW	  2006	  AUSTRALIA	  
Telephone:	  	  	  +61	  2	  9351	  8463	  
Facsimile:	   	  +61	  2	  9351	  2606	  
Email:	  david.evans@sydney.edu.au	  
Web:	  http://www.sydney.edu.au/	  
	  
Mendengarkan	  Suara	  Anak:	  Pengalaman	  Siswa	  tentang	  Pendidikan	  Inklusif	  
	  
LEMBAR	  INFORMASI	  PARTISIPAN-­‐Keseluruhan	  
KEPALA	  SEKOLAH	  
	  
(27) Apa	  yang	  hendak	  diteliti?	  	  
Sekolah	   anda	   diundang	   untuk	   berpartisipasi	   dalam	   penelitian	   yang	   bertujuan	   untuk	   memahami	  
pengalaman	  siswa-­‐siswi	  di	  SD	  Negeri	  inklusif.	  	  
	  
Sekolah	   anda	   diundang	   untuk	   berpartisipasi	   dalam	  penelitian	   ini	   karena	   sekolah	   anda	   ada	   dalam	  
daftar	   sekolah	   inklusif	   di	   Dinas	   Pendidikan	   Yogyakarta.	   	   Lembar	   ini	   memberi	   berbagai	   informasi	  
untuk	   membantu	   anda	   memutuskan	   apakah	   sekolah	   anda	   akan	   ikut	   berpartisipasi	   atau	   tidak.	  
Mohon	  membaca	   lembar	   ini	  dengan	  teliti	  dan	  silahkan	  bertanya	  hal-­‐hal	  yang	  belum	  anda	  pahami	  
atau	  yang	  ingin	  anda	  ketahui	  lebih	  lanjut.	  
	  
Keikutsertaan	  dalam	  studi	  ini	  bersifat	  sukarela.	  Anda	  bebas	  untuk	  menentukan	  apakah	  sekolah	  anda	  
akan	  berpartisipasi	  atau	  tidak.	  	  
	  
Dengan	  memberikan	  persetujuan,	  berarti	  anda:	  
ü Memahami	  apa	  yang	  anda	  baca	  
ü Setuju	  sekolah	  anda	  terlibat	  dalam	  penelitian	  ini	  dengan	  perincian	  di	  bawah	  	  
ü Setuju	  informasi	  tentang	  sekolah	  anda	  digunakan	  untuk	  kepentingan	  penelitian	  seperti	  
dijelaskan	  di	  bawah	  	  
	   	   Anda	  akan	  mendapat	  Lembar	  Informasi	  ini	  untuk	  disimpan.	  
	  
(28) Siapa	  yang	  melakukan	  penelitian?	  
Penelitian	  ini	  dilakukan	  oleh	  Elga	  Andriana	  sebagai	  prasyarat	  menempuh	  jenjang	  doctor	  filasafat	  
(PhD)	   di	   	   University	   of	   Sydney,	   dibawah	   supervisi	   Dr	   David	   Evans,	   Associate	   Professor	   Special	  
Education,	  The	  University	  of	  Sydney.	  
	  
(29) Begaimana	  penelitian	  ini	  akan	  dilaksanakan?	  
Penelitian	  ini	  terbagi	  menjadi	  dua	  kegiatan:	  
Pertama:	  Fotografi	  dan	  Menggambar	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Di	  kegiatan	  pertama,	  siswa	  yang	  berpartisipasi	  akan	  diminta	  untuk	  mengambil	  foto-­‐foto	  dan	  
menggambar	  pengalaman	  mereka	  di	  sekolah.	  Siswa	  akan	  diberi	  kamera	  dan	  satu	  set	  alat	  
menggambar.	  	  
Dengan	  berpatisipasi	  pada	  bagian	  ini,	  kami	  meminta	  anda	  untuk:	  
• Menyediakan	  daftar	  siswa	  berkebutuhan	  khusus	  dari	  kelas	  1-­‐6,	  dengan	  nomor	  urut	  mulai	  dari	  
1.	  	  
• Menyediakan	  daftar	  siswa	  reguler	  dari	  kelas	  yang	  sama	  dari	  setiap	  anak	  berkebutuhan	  khusus	  
yang	  berpartisipasi	  dalam	  penelitian	  ini.	  	  
• Membagikan	   Lembar	   Informasi	   dan	   Lembar	   Persetujuan	   kepada	   siswa	   yang	   terpilih	   dan	  
orangtua	  mereka.	  	  
	  
Kedua:	  Wawancara	  
Kegiatan	  ke-­‐dua	  melibatkan	  wawancara	  untuk	  mendapat	  informasi	  yang	  mendalam	  tentang	  
pengalaman	  siswa	  di	  sekolah	  anda	  terkait	  praktek	  inklusi.	  Kami	  minta	  bantuan	  anda	  untuk:	  
• Mengundang	  satu	  Guru	  Kelas,	  satu	  Guru	  Pendamping	  Khusus,	  dan	  satu	  orangtua	  dari	  satu	  
siswa	  berkebutuhan	  khusus	  yang	  terpilih	  pada	  bagian	  Pertama,	  untuk	  mengikuti	  wawancara.	  	  
• Membagikan	  Lembar	  Informasi	  dan	  Lembar	  Persetujuan	  kepada	  masing-­‐masing	  peserta	  	  
• Menentukan	   tanggal	   dan	  waktu	   untuk	  wawancara	   bagi	   anda,	  Guru	   Kelas,	  Guru	   Pendamping	  
Khusus	  dan	  orangtua	  yang	  terpilih.	  	  
• Menandatangani	   Lembar	   Persetujuan	   yang	   menyatakan	   anda	   setuju	   sekolah	   anda	  
berpartisipasi	  dalam	  penelitian	  ini.	  
	  
(30) Berapa	  lama	  waktu	  yang	  dibutuhkan?	  
Bagian	  Pertama:	  Kegiatan	  fotografi	  dan	  menggambar	  masing-­‐masing	  memakan	  waktu	  1	  minggu,	  
dimana	  siswa	  dapat	  mengambil	  foto	  dan	  menggambar	  sesuai	  waktu	  masing-­‐masing	  pada	  jam-­‐jam	  
sekolah.	  Kami	  perkirakan	  diskusi	  kelompok	  memakan	  waktu	  kurang	  lebih	  30	  menit,	  demikian	  pula	  
wawancara	  individu	  dengan	  siswa	  juga	  membutuhkan	  waktu	  sekitar	  30	  menit.	  	  
	  
Bagian	   Ke-­‐dua:	  Wawancara	   dengan	   Kepala	   Sekolah,	  Guru	   Kelas,	   Guru	   Pendamping	   Khusus,	   dan	  
orangtua	  masing-­‐masing	  memakan	  waktu	  kurang	  lebih	  satu	  jam.	  	  
	  
(31) Siapa	  saja	  yang	  terlibat	  dalam	  penelitian	  ini?	  
Penelitian	   ini	   melibatkan	   beberapa	   anggota	   dari	   komunitas	   sekolah	   anda,	   yaitu	   siswa,	   Kepala	  
Sekolah,	  Guru	  Kelas	  dan	  orangtua.	  	  
	  
(32) Apakah	  saya	  wajib	  terlibat	  dalam	  penelitian	  ini?	  Bisakah	  saya	  mengundurkan	  diri?	  
	  
Keikutsertaan	  dalam	  penelitian	  ini	  bersifat	  sukarela	  dan	  anda	  tidak	  wajib	  terlibat.	  Keputusan	  anda	  
untuk	  berpartisipasi	  atau	  tidak,	  tidak	  akan	  mempengaruhi	  hubungan	  anda	  dengan	  peneliti,	  Dinas	  
Pendidikan	  Kota	  Yogyakarta	  atau	  siapa	  pun	  di	  University	  of	  Sydney,	  baik	  saat	  ini	  atau	  dikemudian	  
hari.	  	  
	  
Jika	  anda	  memutuskan	  untuk	  berpartisipasi	  dalam	  penelitian	   ini	  dan	  kemudian	  berubah	  pikiran,	  
anda	  bebas	  untuk	  mengundurkan	  diri	  setiap	  saat.	  Anda	  bisa	  melakukan	  ini	  dengan	  menghubungi	  
peneliti	  dan	  menjelaskan	  bahwa	  sekolah	  anda	  ingin	  mengundurkan	  diri.	  	  
	  
Saat	  wawancara,	  peserta	  dapat	  menghentikan	  wawancara	  setiap	  saat	  jika	  mereka	  memang	  tidak	  
berkenan	  untuk	  melanjutkan.	   Rekaman	   akan	  dihapus	   dan	   informasi	   tidak	   akan	  diikutkan	  dalam	  
hasil	  penelitian,	  kecuali	  bila	  peserta	  mengijinkan	  rekaman	  tersebut	  untuk	  kami	  gunakan.	  Peserta	  
juga	  bisa	  menolak	  menjawab	  pertanyaan	  yang	  tidak	  ingin	  anda	  	  jawab.	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Dalam	  diskusi	  kelompok,	  siswa	  bebas	  untuk	  minta	  berhenti	  atau	  mengundurkan	  diri	  atau	  menolak	  
menjawab	  pertanyaan.	  Namun,	  rekaman	  individual	  siswa	  tidak	  bisa	  dihapus	  karena	  akan	  terekam	  
sebagai	  diksusi	  kelompok.	  
	  	  
Jika	   sekolah	   anda	  mengundurkan	   diri	   dari	   penelitian,	   kami	   tidak	   akan	  mengumpulkan	   informasi	  
lebih	  jauh.	  Namun	  informasi	  yang	  sudah	  terkumpul	  akan	  tetap	  disimpan	  dalam	  catatan	  kami	  dan	  
mungkin	  digunakan	  dalam	  hasil	  penelitian.	  	  
	  
(33) Apakah	  penelitian	  ini	  menimbulkan	  resiko	  atau	  biaya	  bagi	  saya?	  
Selain	  memberikan	  waktu,	  tidak	  ada	  resiko	  atau	  biaya	  yang	  berarti	  karena	  terlibat	  dalam	  
penelitian	  ini.	  
	  
(34) Apakah	  penelitian	  ini	  akan	  bermanfaat	  bagi	  sekolah	  saya?	  	  
Siswa	  anda	  akan	  mempelajari	  ketrampilan	  dasar	  fotografi	  dan	  perspektif	  dalam	  menggambar.	  
Kami	  akan	  mendonasikan	  2	  kamera	  digital	  untuk	  sekolah	  anda	  saat	  penelitian	  ini	  selesai.	  
Penelitian	  ini	  bertujuan	  untuk	  memahami	  pengalaman	  siswa	  tentang	  inklusi,	  khususnya	  di	  
sekolah-­‐sekolah	  reguler	  yang	  telah	  direformasi	  menjadi	  sekolah	  inklusi	  sebagai	  konsekuensi	  dari	  
peraturan	  tentang	  pendidikan	  inklusif.	  Temuan	  dan	  rekomendasi	  dari	  penelitian	  ini	  bisa	  
membantu	  sekolah	  anda	  dan	  sekolah-­‐sekolah	  reguler	  lainnya	  yang	  akan	  berubah	  menjadi	  sekolah	  
inklusif,	  untuk	  dapat	  mengambil	  kebijakan	  maupun	  membuat	  praktik	  inklusi	  dengan	  
memanfaatkan	  informasi	  yang	  tersedia.	  Hal	  ini	  berarti	  turut	  memperbaiki	  kualitas	  pendidikan	  bagi	  
siswa	  reguler	  dan	  berkebutuhan	  khusus.	  	  
	  
(35) Informasi	  yang	  dikumpulkan	  dalam	  penelitian	  ini	  akan	  digunakan	  untuk	  apa?	  
Dengan	  memberikan	  persetujuan,	  anda	  berarti	  mengijinkan	  kami	  untuk	  mengumpulkan	  informasi	  
personal	   tentang	  anda	  dan	  peserta	   lainnya	  dari	   sekolah	  anda	  untuk	  tujuan	  penelitian.	   Informasi	  	  
hanya	   akan	   digunakan	   untuk	   keperluan	   yang	   dijelaskan	   dalam	   Lembar	   Informasi	   ini,	   sesuai	  
persetujuan	  anda.	  
	  	  
Informasi	  akan	  disimpan	  dengan	  aman	  dan	  identitas	  sekolah	  maupun	  peserta	  yang	  terlibat	  akan	  
dirahasiakan,	   kecuali	   disyaratkan	   oleh	   hukum.	   Hasil	   penelitian	   akan	   dipublikasikan	   namun	  
identitas	  	  anda	  dalam	  publikasi	  tersebut	  akan	  dirahasiakan.	  	  
	  
(36) Bolehkah	  saya	  menceritakan	  mengenai	  penelitian	  ini	  kepada	  pihak	  ketiga??	  	  
	   Ya,	  anda	  boleh	  menceritakan	  penelitian	  ini	  kepada	  pihak	  ketiga.	  	  
	  
(37) Bagaimana	  bila	  saya	  memerlukan	  informasi	  lebih	  jauh	  tentang	  penelitian	  ini?	  	  
Elga	  Andriana	   akan	  menyediakan	  waktu	  untuk	  berdikusi	   lebih	   lanjut	   dan	  menjawab	  pertanyaan	  
anda.	   Jika	   anda	   membutuhkan	   informasi	   lain	   selama	   penelitian	   berlangsung,	   anda	   bisa	  
menghubungi	  Dr	  David	  Evans,	  Associate	  Professor	   Special	   Education,	  di	  nomor	  +612	  9351	  8463	  
atau	  via	  email:	  david.evans@sydney.edu.au	  
	  
(38) Apakah	  saya	  akan	  mendapat	  hasil	  dari	  penelitian	  ini?	  
Anda	   berhak	  menerima	  masukan	   tentang	   hasil	   umum	   penelitian	   ini.	   Anda	   dapat	  memberitahu	  
kami	   dengan	  memilih	   pada	   kotak	   yang	   disediakan	   di	   Lembar	   Persetujuan.	   Hasil	   akan	   diberikan	  
berupa	  	  satu	  lembar	  ringkasan.	  Anda	  akan	  menerimanya	  setelah	  penelitian	  selesai.	  
	  
(39) Bagaimana	  jika	  saya	  ingin	  menyampaikan	  keluhan	  atau	  keberatan?	  	  
Penelitian	   yang	   melibatkan	   manusia	   direview	   oleh	   kelompok	   independen	   benama	   Human	  
Research	   Ethics	   Committee	   (HREC).	   Aspek	   etis	   dari	   penelitian	   ini	   telah	   disetujui	   oleh	   HREC	   di	  
University	   of	   Sydney.	   Penelitian	   ini	   dijalankan	   sesuai	   dengan	   National	   Statement	   on	   Ethical	  
Conduct	   in	   Human	   Research	   (2007).	  Panduan	   tersebut	   dikembangkan	   untuk	  melindungi	   orang-­‐
orang	  yang	  terlibat	  dalam	  penelitian.	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Jika	   anda	   memiliki	   keluhan	   atau	   keberatan	   tentang	   pelaksanaan	   penelitian	   ini,	   dan	   ingin	  
menyampaikannya	   kepada	   pihak	   independen,	   silahkan	   menghubungi	   Widiasmara	   di	  
081578877987	  yang	  akan	  membantu	  anda	  menulis	  email	  kepada:	  
The	  Manager,	  Ethics	  Administration,	  University	  of	  Sydney:	  
• Telephone:	  +61	  2	  8627	  8176	  
• Email:	  ro.humanethics@sydney.edu.au	  
• Fax:	  +61	  2	  8627	  8177	  (Facsimile)	  
	  
Lembar	  informasi	  ini	  untuk	  anda	  simpan	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Faculty	  of	  Education	  and	  Social	  Work	  	  
	   	  
	  ABN	  15	  211	  513	  464	  
	  
	   David	  Evans	  	  PhD	  
Associate	  Professor	  of	  Special	  Education	  	  
Room	  707	  
Education	  Building	  |	  A35	  
The	  University	  of	  Sydney	  	  
NSW	  2006	  AUSTRALIA	  
Telephone:	  	  	  +61	  2	  9351	  8463	  
Facsimile:	   	  +61	  2	  9351	  2606	  
Email:	  david.evans@sydney.edu.au	  
Web:	  http://www.sydney.edu.au/	  
	  
	  
Mendengarkan	  Suara	  Anak:	  Pengalaman	  Siswa	  tentang	  Pendidikan	  Inklusif	  
	  
LEMBAR	  INFORMASI	  PARTISIPAN	  
KEPALA	  SEKOLAH	  (Wawancara)	  
	  
	  
	  
(1) Apa	  yang	  hendak	  diteliti?	  	  
Anda	   diundang	   untuk	   berpartisipasi	   dalam	   penelitian	   yang	   bertujuan	   untuk	  memahami	   pengalaman	  
siswa-­‐siswi	  di	  SD	  Negeri	  inklusif.	  	  
	  
Anda	  diundang	  untuk	  berpartisipasi	  karena	  anda	  menyatakan	  sekolah	  anda	  	  ikut	  serta	  dalam	  penelitian	  
ini.	   Lembar	   ini	  memberi	   berbagai	   informasi	   untuk	  membantu	   anda	  memutuskan	   apakah	   anda	   akan	  
ikut	  berpartisipasi	  atau	  tidak.	  Mohon	  membaca	  lembar	  ini	  dengan	  teliti	  dan	  silahkan	  bertanya	  hal-­‐hal	  
yang	  belum	  anda	  pahami	  atau	  yang	  ingin	  anda	  ketahui	  lebih	  lanjut.	  
	  
Keikutsertaan	  dalam	  penelitian	  ini	  bersifat	  sukarela.	  Anda	  bebas	  untuk	  menentukan	  apakah	  anda	  akan	  
berpartisipasi	  atau	  tidak.	  	  
	  
Dengan	  memberikan	  persetujuan,	  berarti	  anda:	  
ü Memahami	  apa	  yang	  anda	  baca	  
ü Setuju	  anda	  terlibat	  dalam	  penelitian	  ini	  dengan	  perincian	  di	  bawah	  	  
ü Setuju	  informasi	  tentang	  anda	  digunakan	  untuk	  kepentingan	  penelitian	  seperti	  dijelaskan	  di	  bawah	  	  
	  
	  	  	  	  	   	  	  	  	  	  	  	  	  	  Anda	  akan	  mendapat	  Lembar	  Informasi	  ini	  untuk	  disimpan.	  
	  
(2) Siapa	  yang	  melakukan	  penelitian?	  
Penelitian	   ini	   dilakukan	   oleh	   Elga	   Andriana	   sebagai	   prasyarat	   menempuh	   jenjang	   doctor	   filasafat	  
(PhD)	   di	   University	   of	   Sydney,	   dibawah	   supervisi	   Dr	   David	   Evans,	   Associate	   Professor	   Special	  
Education,	  The	  University	  of	  Sydney.	  
	  
(3) Saya	  akan	  terlibat	  dalam	  hal	  apa?	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Anda	  akan	  dilibatkan	  dalam	  wawancara.	  Kami	  berharap	  bisa	  mendapat	  informasi	  lebih	  detil	  tentang	  
praktik	   inklusi	   di	   sekolah	   anda.	   Anda	   dipersilahkan	   untuk	   menentukan	   waktu	   wawancara,	   yang	  
diharapkan	  dilaksanakan	  di	  sekolah	  dan	  dalam	  jam	  sekolah.	  
	  
(4) Berapa	  lama	  waktu	  yang	  dibutuhkan	  untuk	  wawancara?	  
	   	   Wawancara	  akan	  memakan	  waktu	  kurang	  lebih	  1	  jam.	  
	  
(5) Siapa	  saja	  yang	  terlibat?	  
Penelitian	   ini	  melibatkan	   beberapa	   anggota	   komunitas	   sekolah	   anda,	   yaitu:	   siswa,	   Kepala	   Sekolah,	  
Guru	  Kelas,	  Guru	  Pendamping	  Khusus,	  dan	  orangtua/wali.	  	  
	  
(6) Apakah	  saya	  wajib	  terlibat	  dalam	  penelitian	  ini?	  Bisakah	  saya	  mengundurkan	  diri?	  
Keikutsertaan	  dalam	  penelitian	   ini	   bersifat	   sukarela	   dan	   anda	   tidak	  wajib	   terlibat.	   Keputusan	   anda	  
untuk	   berpartisipasi	   atau	   tidak,	   tidak	   akan	   mempengaruhi	   hubungan	   anda	   dengan	   peneliti,	   Dinas	  
Pendidikan	   Kota	   Yogyakarta	   atau	   siapa	   pun	   di	   University	   of	   Sydney,	   baik	   saat	   ini	   atau	   dikemudian	  
hari.	  	  
	  
Jika	  anda	  memutuskan	  untuk	  berpartisipasi	  dalam	  penelitian	  ini	  dan	  kemudian	  berubah	  pikiran,	  anda	  
bebas	  untuk	  mengundurkan	  diri	  setiap	  saat.	  Anda	  bisa	  melakukan	  ini	  dengan	  menghubungi	  peneliti	  
dan	  menjelaskan	  bahwa	  anda	  ingin	  mengundurkan	  diri.	  	  
	  
Anda	   dapat	   menghentikan	   wawancara	   setiap	   saat	   jika	   anda	   memang	   tidak	   berkenan	   untuk	  
melanjutkan.	   Rekaman	   akan	   dihapus	   dan	   informasi	   tidak	   akan	   diikutkan	   dalam	   hasil	   penelitian,	  
kecuali	   bila	   anda	   mengijinkan	   rekaman	   tersebut	   untuk	   kami	   gunakan.	   Anda	   juga	   bisa	   menolak	  
menjawab	  pertanyaan	  yang	  tidak	  ingin	  anda	  	  jawab.	  	  
	  	  
(7) Apakah	  penelitian	  ini	  menimbulkan	  resiko	  atau	  biaya	  bagi	  saya?	  
Selain	  memberikan	  waktu,	  tidak	  ada	  resiko	  atau	  biaya	  yang	  berarti	  karena	  terlibat	  dalam	  penelitian	  
ini.	  
(8) Apakah	  penelitian	  ini	  akan	  menguntungkan	  bagi	  saya?	  	  
Kami	   tidak	  menjamin	   atau	  menjanjikan	   suatu	   bentuk	   keuntungan	   tertentu	   bagi	   anda	   karena	   telah	  
bersedia	  terlibat	  dalam	  penelitian	  ini.	  	  
	  
Penelitian	  ini	  bertujuan	  untuk	  memahami	  pengalaman	  siswa	  tentang	  inklusi,	  khususnya	  di	  sekolah-­‐
sekolah	  reguler	  yang	  telah	  direformasi	  menjadi	  sekolah	  inklusi	  sebagai	  konsekuensi	  dari	  peraturan	  
tentang	  pendidikan	  inklusif.	  Temuan	  dan	  rekomendasi	  dari	  penelitian	  ini	  bisa	  membantu	  sekolah-­‐
sekolah	  reguler	  lainnya	  yang	  akan	  berubah	  menjadi	  sekolah	  inklusif,	  untuk	  dapat	  mengambil	  
kebijakan	  maupun	  membuat	  praktik	  inklusi	  dengan	  memanfaatkan	  informasi	  yang	  tersedia.	  Hal	  ini	  
berarti	  turut	  memperbaiki	  kualitas	  pendidikan	  bagi	  siswa	  reguler	  dan	  berkebutuhan	  khusus.	  	  
	  
(9) Informasi	  yang	  dikumpulkan	  dalam	  penelitian	  ini	  akan	  digunakan	  untuk	  apa?	  
Dengan	   memberikan	   persetujuan,	   anda	   berarti	   mengijinkan	   kami	   untuk	   mengumpulkan	   informasi	  
personal	  tentang	  anda	  dan	  tiga	  peserta	  lainnya	  dari	  sekolah	  anda	  untuk	  tujuan	  penelitian.	  Informasi	  	  
hanya	   akan	   digunakan	   untuk	   keperluan	   yang	   dijelaskan	   dalam	   Lembar	   Informasi	   ini,	   sesuai	  
persetujuan	  anda.	  
	  	  
Informasi	   akan	   disimpan	   dengan	   aman	   dan	   identitas	   sekolah	   maupun	   peserta	   yang	   terlibat	   akan	  
dirahasiakan,	  kecuali	  disyaratkan	  oleh	  hukum.	  Hasil	  penelitian	  akan	  dipublikasikan	  namun	   identitas	  	  
anda	  dalam	  publikasi	  tersebut	  akan	  dirahasiakan.	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Dengan	  seijin	  anda,	  wawancara	  akan	  direkam.	  Rekaman	  akan	  ditranskrip	  dan	  dianalisis.	  Transkripsi	  
akan	  disimpan	  dengan	  aman	  di	  University	  of	  Sydney.	  
	  
Hasil	  penelitian	  akan	  digunakan	  dalam	  konferensi	  atau	  publikasi	   jurnal.	   Identitas	  anda	  dan	  sekolah	  
anda	  tidak	  akan	  diungkap,	  baik	  dalam	  konferensi	  maupun	  publikasi	  jurnal.	  	  
	  
(10) Bolehkah	  saya	  menceritakan	  penelitian	  ini	  kepada	  pihak	  ketiga?	  
	   Ya,	  anda	  boleh	  menceritakan	  penelitian	  ini	  kepada	  pihak	  ketiga.	  	  
	  
(11) Bagaimana	  jika	  saya	  memerlukan	  informasi	  lebih	  jauh	  tentang	  penelitian	  ini?	  	  
Elga	  Andriana	  akan	  menyediakan	  waktu	  untuk	  berdikusi	  lebih	  lanjut	  dan	  menjawab	  pertanyaan	  anda.	  
Jika	   anda	  membutuhkan	   informasi	   lain	   selama	   penelitian	   berlangsung,	   anda	   bisa	  menghubungi	   Dr	  
David	   Evans,	   Associate	   Professor	   Special	   Education,	   di	   nomor	   +612	   9351	   8463	   atau	   via	   email:	  
david.evans@sydney.edu.au	  
	  
(12) Apakah	  saya	  akan	  mendapat	  hasil	  dari	  penelitian	  ini?	  
Anda	  berhak	  menerima	  masukan	  tentang	  hasil	  umum	  penelitian	  ini.	  Anda	  dapat	  memberitahu	  kami	  
dengan	   memilih	   pada	   kotak	   yang	   disediakan	   di	   Lembar	   Persetujuan.	   Hasil	   akan	   diberikan	   berupa	  	  
satu	  lembar	  ringkasan.	  Anda	  akan	  menerimanya	  setelah	  penelitian	  selesai.	  
	  
(13) Bagaimana	  jika	  saya	  ingin	  menyampaikan	  keluhan	  atau	  keberatan?	  	  
Penelitian	  yang	  melibatkan	  manusia	  direview	  oleh	  kelompok	   independen	  benama	  Human	  Research	  
Ethics	   Committee	   (HREC).	   Aspek	   etis	   dari	   penelitian	   ini	   telah	   disetujui	   oleh	   HREC	   di	   University	   of	  
Sydney.	   Penelitian	   ini	   dijalankan	   sesuai	   dengan	  National	   Statement	   on	   Ethical	   Conduct	   in	   Human	  
Research	  (2007).	  Panduan	  tersebut	  dikembangkan	  untuk	  melindungi	  orang-­‐orang	  yang	  terlibat	  dalam	  
penelitian.	  
	  
Jika	   anda	   memiliki	   keluhan	   atau	   keberatan	   tentang	   pelaksanaan	   penelitian	   ini,	   dan	   ingin	  
menyampaikannya	  kepada	  pihak	   independen,	   silahkan	  menghubungi	  Widiasmara	  di	  081578877987	  
yang	  akan	  membantu	  anda	  menulis	  email	  kepada:	  
The	  Manager,	  Ethics	  Administration,	  University	  of	  Sydney:	  
• Telephone:	  +61	  2	  8627	  8176	  
• Email:	  ro.humanethics@sydney.edu.au	  
• Fax:	  +61	  2	  8627	  8177	  (Facsimile)	  
	  
Lembar	  informasi	  ini	  untuk	  anda	  simpan	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Faculty	  of	  Education	  and	  Social	  Work	  	  
	   	  
	  ABN	  15	  211	  513	  464	  
	  
	   David	  Evans	  	  PhD	  
Associate	  Professor	  of	  Special	  Education	  	  
Room	  707	  
Education	  Building	  |	  A35	  
The	  University	  of	  Sydney	  	  
NSW	  2006	  AUSTRALIA	  
Telephone:	  	  	  +61	  2	  9351	  8463	  
Facsimile:	   	  +61	  2	  9351	  2606	  
Email:	  david.evans@sydney.edu.au	  
Web:	  http://www.sydney.edu.au/	  
	  
	  
Mendengarkan	  Suara	  Anak:	  Pengalaman	  Siswa	  tentang	  Pendidikan	  Inklusif	  
	  
LEMBAR	  INFORMASI	  PARTISIPAN	  
Guru	  Pendamping	  Khusus	  (Wawancara)	  
	  
(1) Apa	  yang	  hendak	  diteliti?	  	  
Anda	  diundang	  untuk	  berpartisipasi	  dalam	  penelitian	  yang	  bertujuan	  untuk	  memahami	  pengalaman	  
siswa-­‐siswi	  di	  SD	  Negeri	  inklusif.	  	  
	  
Anda	   diundang	   untuk	   berpartisipasi	   karena	   anda	   adalah	   Guru	   Pendamping	   Khusus	   dari	   siswa	  
berkebutuhan	   khusus	   yang	   terlibat	   dalam	   penelitian	   ini.	   Kepala	   Sekolah	   anda	   juga	   menyatakan	  
sekolah	   anda	   berpartisipasi	   dalam	   penelitian	   ini.	   Lembar	   ini	   memberi	   berbagai	   informasi	   untuk	  
membantu	  anda	  memutuskan	  apakah	  anda	  akan	   ikut	  berpartisipasi	   atau	   tidak.	  Mohon	  membaca	  
lembar	   ini	   dengan	   teliti	   dan	   silahkan	   bertanya	   hal-­‐hal	   yang	   belum	   anda	   pahami	   atau	   yang	   ingin	  
anda	  ketahui	  lebih	  lanjut.	  
	  
Keikutsertaan	  dalam	  studi	   ini	  bersifat	   sukarela.	  Anda	  bebas	  untuk	  menentukan	  apakah	  anda	  akan	  
berpartisipasi	  atau	  tidak.	  	  
	  
Dengan	  memberikan	  persetujuan,	  berarti	  anda:	  
ü Memahami	  apa	  yang	  anda	  baca	  
ü Setuju	  anda	  terlibat	  dalam	  penelitian	  ini	  dengan	  perincian	  di	  bawah	  	  
ü Setuju	  informasi	  tentang	  anda	  digunakan	  untuk	  kepentingan	  penelitian	  seperti	  dijelaskan	  di	  
bawah	  	  
	  
	  	  	  	  	   	  	  	  	  	  	  	  	  	  Anda	  akan	  mendapat	  Lembar	  Informasi	  ini	  untuk	  disimpan.	  
	  
(2) Siapa	  yang	  melakukan	  penelitian?	  
Penelitian	  ini	  dilakukan	  oleh	  Elga	  Andriana	  sebagai	  prasyarat	  menempuh	  jenjang	  doctor	  filasafat	  
(PhD)	   di	   	   University	   of	   Sydney,	   dibawah	   supervisi	   Dr	   David	   Evans,	   Associate	   Professor	   Special	  
Education,	  The	  University	  of	  Sydney.	  
	  
(3) Saya	  akan	  terlibat	  dalam	  hal	  apa?	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Anda	   akan	   dilibatkan	   dalam	   wawancara.	   Kami	   berharap	   bisa	   mendapat	   informasi	   lebih	   detil	  
tentang	  praktik	  inklusi	  di	  sekolah	  anda.	  Anda	  dipersilahkan	  untuk	  menentukan	  waktu	  wawancara,	  
yang	  diharapkan	  dilaksanakan	  di	  sekolah	  dan	  dalam	  jam	  sekolah.	  
	  
(4) Berapa	  lama	  waktu	  yang	  dibutuhkan	  untuk	  wawancara?	  
	   	   Wawancara	  akan	  memakan	  waktu	  kurang	  lebih	  1	  jam.	  
	  
(5) Siapa	  saja	  yang	  terlibat?	  
Penelitian	  ini	  melibatkan	  beberapa	  anggota	  komunitas	  sekolah	  anda,	  yaitu:	  siswa,	  Kepala	  Sekolah,	  
Guru	  Kelas,	  Guru	  Pendamping	  Khusus,	  dan	  orangtua/wali.	  	  
	  
(6) Apakah	  saya	  wajib	  terlibat	  dalam	  penelitian	  ini?	  Bisakah	  saya	  mengundurkan	  diri?	  
Keikutsertaan	  dalam	  penelitian	  ini	  bersifat	  sukarela	  dan	  anda	  tidak	  wajib	  terlibat.	  Keputusan	  anda	  
untuk	  berpartisipasi	  atau	  tidak,	  tidak	  akan	  mempengaruhi	  hubungan	  anda	  dengan	  peneliti,	  Kepala	  
Sekolah,	  Dinas	  Pendidikan	  Kota	  Yogyakarta	  atau	   siapa	  pun	  di	  University	  of	   Sydney,	  baik	   saat	   ini	  
atau	  dikemudian	  hari.	  	  
	  
Jika	  anda	  memutuskan	  untuk	  berpartisipasi	  dalam	  penelitian	   ini	  dan	  kemudian	  berubah	  pikiran,	  
anda	  bebas	  untuk	  mengundurkan	  diri	  setiap	  saat.	  Anda	  bisa	  melakukan	  ini	  dengan	  menghubungi	  
peneliti	  dan	  menjelaskan	  bahwa	  anda	  ingin	  mengundurkan	  diri.	  	  
	  
Anda	   dapat	   menghentikan	   wawancara	   setiap	   saat	   jika	   anda	   memang	   tidak	   berkenan	   untuk	  
melanjutkan.	   Rekaman	   akan	   dihapus	   dan	   informasi	   tidak	   akan	   diikutkan	   dalam	  hasil	   penelitian,	  
kecuali	   bila	   anda	  mengijinkan	   rekaman	   tersebut	   untuk	   kami	   gunakan.	   Anda	   juga	   bisa	  menolak	  
menjawab	  pertanyaan	  yang	  tidak	  ingin	  anda	  	  jawab.	  	  
	  
(7) Apakah	  penelitian	  ini	  menimbulkan	  resiko	  atau	  biaya	  bagi	  saya?	  
Selain	  memberikan	  waktu,	  tidak	  ada	  resiko	  atau	  biaya	  yang	  berarti	  karena	  terlibat	  dalam	  
penelitian	  ini.	  
	  
(8) Apakah	  penelitian	  ini	  akan	  menguntungkan	  bagi	  saya?	  	  
Kami	  tidak	  menjamin	  atau	  menjanjikan	  suatu	  bentuk	  keuntungan	  tertentu	  bagi	  anda	  karena	  telah	  
bersedia	  terlibat	  dalam	  penelitian	  ini.	  	  
	  
Penelitian	  ini	  bertujuan	  untuk	  memahami	  pengalaman	  siswa	  tentang	  inklusi,	  khususnya	  di	  
sekolah-­‐sekolah	  reguler	  yang	  telah	  direformasi	  menjadi	  sekolah	  inklusi	  sebagai	  konsekuensi	  dari	  
peraturan	  tentang	  pendidikan	  inklusif.	  Temuan	  dan	  rekomendasi	  dari	  penelitian	  ini	  bisa	  
membantu	  sekolah-­‐sekolah	  reguler	  lainnya	  yang	  akan	  berubah	  menjadi	  sekolah	  inklusif,	  untuk	  
dapat	  mengambil	  kebijakan	  maupun	  membuat	  praktik	  inklusi	  dengan	  memanfaatkan	  informasi	  
yang	  tersedia.	  Hal	  ini	  berarti	  turut	  memperbaiki	  kualitas	  pendidikan	  bagi	  siswa	  reguler	  dan	  
berkebutuhan	  khusus.	  	  
	  
(9) Informasi	  yang	  dikumpulkan	  dalam	  penelitian	  ini	  akan	  digunakan	  untuk	  apa?	  
Dengan	  memberikan	  persetujuan,	  anda	  berarti	  mengijinkan	  kami	  untuk	  mengumpulkan	  informasi	  
personal	   tentang	   anda	   dan	   tiga	   peserta	   lainnya	   dari	   sekolah	   anda	   untuk	   tujuan	   penelitian.	  
Informasi	   	   hanya	   akan	   digunakan	   untuk	   keperluan	   yang	   dijelaskan	   dalam	   Lembar	   Informasi	   ini,	  
sesuai	  persetujuan	  anda.	  
	  	  
Informasi	  akan	  disimpan	  dengan	  aman	  dan	  identitas	  sekolah	  maupun	  peserta	  yang	  terlibat	  akan	  
dirahasiakan,	   kecuali	   disyaratkan	   oleh	   hukum.	   Hasil	   penelitian	   akan	   dipublikasikan	   namun	  
identitas	  	  anda	  dalam	  publikasi	  tersebut	  akan	  dirahasiakan.	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Dengan	   seijin	   anda,	   wawancara	   akan	   direkam.	   Rekaman	   akan	   ditranskrip	   dan	   dianalisis.	  
Transkripsi	  akan	  disimpan	  dengan	  aman	  di	  University	  of	  Sydney.	  
	  
Hasil	   penelitian	   akan	   digunakan	   dalam	   konferensi	   atau	   publikasi	   jurnal.	   Identitas	   anda	   dan	  
sekolah	  anda	  tidak	  akan	  diungkap,	  baik	  dalam	  konferensi	  maupun	  publikasi	  jurnal.	  	  
	  
(10) Bolehkah	  saya	  menceritakan	  penelitian	  ini	  kepada	  pihak	  ketiga?	  
	   Ya,	  anda	  boleh	  menceritakan	  penelitian	  ini	  kepada	  pihak	  ketiga.	  	  
	  
(11) Bagaimana	  jika	  saya	  memerlukan	  informasi	  lebih	  jauh	  tentang	  penelitian	  ini?	  	  
Elga	  Andriana	   akan	  menyediakan	  waktu	  untuk	  berdikusi	   lebih	   lanjut	   dan	  menjawab	  pertanyaan	  
anda.	   Jika	   anda	   membutuhkan	   informasi	   lain	   selama	   penelitian	   berlangsung,	   anda	   bisa	  
menghubungi	  Dr	  David	  Evans,	  Associate	  Professor	   Special	   Education,	  di	  nomor	  +612	  9351	  8463	  
atau	  via	  email:	  david.evans@sydney.edu.au	  
	  
(12) Apakah	  saya	  akan	  mendapat	  hasil	  dari	  penelitian	  ini?	  
Anda	   berhak	  menerima	  masukan	   tentang	   hasil	   umum	   penelitian	   ini.	   Anda	   dapat	  memberitahu	  
kami	   dengan	  memilih	   pada	   kotak	   yang	   disediakan	   di	   Lembar	   Persetujuan.	   Hasil	   akan	   diberikan	  
berupa	  	  satu	  lembar	  ringkasan.	  Anda	  akan	  menerimanya	  setelah	  penelitian	  selesai.	  
	  
(13) Bagaimana	  jika	  saya	  ingin	  menyampaikan	  keluhan	  atau	  keberatan?	  	  
Penelitian	   yang	   melibatkan	   manusia	   direview	   oleh	   kelompok	   independen	   benama	   Human	  
Research	   Ethics	   Committee	   (HREC).	   Aspek	   etis	   dari	   penelitian	   ini	   telah	   disetujui	   oleh	   HREC	   di	  
University	   of	   Sydney.	   Penelitian	   ini	   dijalankan	   sesuai	   dengan	   National	   Statement	   on	   Ethical	  
Conduct	   in	   Human	   Research	   (2007).	  Panduan	   tersebut	   dikembangkan	   untuk	  melindungi	   orang-­‐
orang	  yang	  terlibat	  dalam	  penelitian.	  
	  
Jika	   anda	   memiliki	   keluhan	   atau	   keberatan	   tentang	   pelaksanaan	   penelitian	   ini,	   dan	   ingin	  
menyampaikannya	   kepada	   pihak	   independen,	   silahkan	   menghubungi	   Widiasmara	   di	  
081578877987	  yang	  akan	  membantu	  anda	  menulis	  email	  kepada:	  
The	  Manager,	  Ethics	  Administration,	  University	  of	  Sydney:	  
• Telephone:	  +61	  2	  8627	  8176	  
• Email:	  ro.humanethics@sydney.edu.au	  
• Fax:	  +61	  2	  8627	  8177	  (Facsimile)	  
	  
Lembar	  informasi	  ini	  untuk	  anda	  simpan.	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Faculty	  of	  Education	  and	  Social	  Work	  	  
	   	  
	  ABN	  15	  211	  513	  464	  
	  
	   David	  Evans	  	  PhD	  
Associate	  Professor	  of	  Special	  Education	  	  
Room	  707	  
Education	  Building	  |	  A35	  
The	  University	  of	  Sydney	  	  
NSW	  2006	  AUSTRALIA	  
Telephone:	  	  	  +61	  2	  9351	  8463	  
Facsimile:	   	  +61	  2	  9351	  2606	  
Email:	  david.evans@sydney.edu.au	  
Web:	  http://www.sydney.edu.au/	  
	  
Mendengarkan	  Suara	  Anak:	  Pengalaman	  Siswa	  tentang	  Pendidikan	  Inklusif	  
	  
LEMBAR	  INFORMASI	  PARTISIPAN	  
Guru	  Kelas	  (Wawancara)	  
	  
(1) Apa	  yang	  hendak	  diteliti?	  	  
Anda	   diundang	   untuk	   berpartisipasi	   dalam	  penelitian	   yang	   bertujuan	   untuk	  memahami	   pengalaman	  
siswa-­‐siswi	  di	  SD	  Negeri	  inklusif.	  	  
	  
Anda	  diundang	  untuk	  berpartisipasi	   karena	  anda	  adalah	  Guru	  Kelas	  dari	   siswa	  berkebutuhan	  khusus	  
yang	  terlibat	  dalam	  penelitian	   ini.	  Kepala	  Sekolah	  anda	   juga	  menyatakan	  sekolah	  anda	  berpartisipasi	  
dalam	   penelitian	   ini.	   Lembar	   ini	   memberi	   berbagai	   informasi	   untuk	   membantu	   anda	   memutuskan	  
apakah	  anda	  akan	  ikut	  berpartisipasi	  atau	  tidak.	  Mohon	  membaca	  lembar	  ini	  dengan	  teliti	  dan	  silahkan	  
bertanya	  hal-­‐hal	  yang	  belum	  anda	  pahami	  atau	  yang	  ingin	  anda	  ketahui	  lebih	  lanjut.	  
	  
Keikutsertaan	   dalam	   studi	   ini	   bersifat	   sukarela.	   Anda	   bebas	   untuk	   menentukan	   apakah	   anda	   akan	  
berpartisipasi	  atau	  tidak.	  	  
	  
Dengan	  memberikan	  persetujuan,	  berarti	  anda:	  
ü Memahami	  apa	  yang	  anda	  baca	  
ü Setuju	  anda	  terlibat	  dalam	  penelitian	  ini	  dengan	  perincian	  di	  bawah	  	  
ü Setuju	  informasi	  tentang	  anda	  digunakan	  untuk	  kepentingan	  penelitian	  seperti	  dijelaskan	  di	  bawah	  	  
	  
	  	  	  	  	   	  	  	  	  	  	  	  	  	  Anda	  akan	  mendapat	  Lembar	  Informasi	  ini	  untuk	  disimpan.	  
	  
(2) Siapa	  yang	  melakukan	  penelitian?	  
Penelitian	   ini	   dilakukan	   oleh	   Elga	   Andriana	   sebagai	   prasyarat	   menempuh	   jenjang	   doctor	   filasafat	  
(PhD)	   di	   	   University	   of	   Sydney,	   dibawah	   supervisi	   Dr	   David	   Evans,	   Associate	   Professor	   Special	  
Education,	  The	  University	  of	  Sydney.	  
	  
(3) Saya	  akan	  terlibat	  dalam	  hal	  apa?	  
Anda	  akan	  dilibatkan	  dalam	  wawancara.	  Kami	  berharap	  bisa	  mendapat	  informasi	  lebih	  detil	  tentang	  
praktik	   inklusi	   di	   sekolah	   anda.	   Anda	   dipersilahkan	   untuk	   menentukan	   waktu	   wawancara,	   yang	  
diharapkan	  dilaksanakan	  di	  sekolah	  dan	  dalam	  jam	  sekolah.	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(4) Berapa	  lama	  waktu	  yang	  dibutuhkan	  untuk	  wawancara?	  
	   	   Wawancara	  akan	  memakan	  waktu	  kurang	  lebih	  1	  jam.	  
	  
(5) Siapa	  saja	  yang	  terlibat?	  
Penelitian	   ini	  melibatkan	   beberapa	   anggota	   komunitas	   sekolah	   anda,	   yaitu:	   siswa,	   Kepala	   Sekolah,	  
Guru	  Kelas,	  Guru	  Pendamping	  Khusus,	  dan	  orangtua/wali.	  	  
	  
(6) Apakah	   saya	   wajib	   terlibat	   dalam	   penelitian	   ini?	   Bisakah	   saya	   mundur	   dari	   penelitian	   setelah	  	  
menyatakan	  bergabung?	  	  
Keikutsertaan	  dalam	  penelitian	   ini	   bersifat	   sukarela	   dan	   anda	   tidak	  wajib	   terlibat.	   Keputusan	   anda	  
untuk	   berpartisipasi	   atau	   tidak,	   tidak	   akan	   mempengaruhi	   hubungan	   anda	   dengan	   peneliti,	   Dinas	  
Pendidikan	   Kota	   Yogyakarta	   atau	   siapa	   pun	   di	   University	   of	   Sydney,	   baik	   saat	   ini	   atau	   dikemudian	  
hari.	  	  
	  
Jika	  anda	  memutuskan	  untuk	  berpartisipasi	  dalam	  penelitian	  ini	  dan	  kemudian	  berubah	  pikiran,	  anda	  
bebas	  untuk	  mengundurkan	  diri	  setiap	  saat.	  Anda	  bisa	  melakukan	  ini	  dengan	  menghubungi	  peneliti	  
dan	  menjelaskan	  bahwa	  anda	  ingin	  mengundurkan	  diri.	  	  
	  
Anda	   dapat	   menghentikan	   wawancara	   setiap	   saat	   jika	   anda	   memang	   tidak	   berkenan	   untuk	  
melanjutkan.	   Rekaman	   akan	   dihapus	   dan	   informasi	   tidak	   akan	   diikutkan	   dalam	   hasil	   penelitian,	  
kecuali	   bila	   anda	   mengijinkan	   rekaman	   tersebut	   untuk	   kami	   gunakan.	   Anda	   juga	   bisa	   menolak	  
menjawab	  pertanyaan	  yang	  tidak	  ingin	  anda	  	  jawab.	  	  
	  
(7) Apakah	  penelitian	  ini	  menimbulkan	  resiko	  atau	  biaya	  bagi	  saya?	  
Selain	  memberikan	  waktu,	  tidak	  ada	  resiko	  atau	  biaya	  yang	  berarti	  karena	  terlibat	  dalam	  penelitian	  
ini.	  
	  
(8) Apakah	  penelitian	  ini	  akan	  menguntungkan	  bagi	  saya?	  	  
Kami	   tidak	  menjamin	   atau	  menjanjikan	   suatu	   bentuk	   keuntungan	   tertentu	   bagi	   anda	   karena	   telah	  
bersedia	  terlibat	  dalam	  penelitian	  ini.	  	  
	  
Penelitian	  ini	  bertujuan	  untuk	  memahami	  pengalaman	  siswa	  tentang	  inklusi,	  khususnya	  di	  sekolah-­‐
sekolah	  reguler	  yang	  telah	  direformasi	  menjadi	  sekolah	  inklusi	  sebagai	  konsekuensi	  dari	  peraturan	  
tentang	  pendidikan	  inklusif.	  Temuan	  dan	  rekomendasi	  dari	  penelitian	  ini	  bisa	  membantu	  sekolah-­‐
sekolah	  reguler	  lainnya	  yang	  akan	  berubah	  menjadi	  sekolah	  inklusif,	  untuk	  dapat	  mengambil	  
kebijakan	  maupun	  membuat	  praktik	  inklusi	  dengan	  memanfaatkan	  informasi	  yang	  tersedia.	  Hal	  ini	  
berarti	  turut	  memperbaiki	  kualitas	  pendidikan	  bagi	  siswa	  reguler	  dan	  berkebutuhan	  khusus.	  	  
	  
(9) Informasi	  yang	  dikumpulkan	  dalam	  penelitian	  ini	  akan	  digunakan	  untuk	  apa?	  
Dengan	   memberikan	   persetujuan,	   anda	   berarti	   mengijinkan	   kami	   untuk	   mengumpulkan	   informasi	  
personal	  tentang	  anda	  dan	  tiga	  peserta	  lainnya	  dari	  sekolah	  anda	  untuk	  tujuan	  penelitian.	  Informasi	  	  
hanya	   akan	   digunakan	   untuk	   keperluan	   yang	   dijelaskan	   dalam	   Lembar	   Informasi	   ini,	   sesuai	  
persetujuan	  anda.	  
	  	  
Informasi	   akan	   disimpan	   dengan	   aman	   dan	   identitas	   sekolah	   maupun	   peserta	   yang	   terlibat	   akan	  
dirahasiakan,	  kecuali	  disyaratkan	  oleh	  hukum.	  Hasil	  penelitian	  akan	  dipublikasikan	  namun	   identitas	  	  
anda	  dalam	  publikasi	  tersebut	  akan	  dirahasiakan.	  	  
	  
Dengan	  seijin	  anda,	  wawancara	  akan	  direkam.	  Rekaman	  akan	  ditranskrip	  dan	  dianalisis.	  Transkripsi	  
akan	  disimpan	  dengan	  aman	  di	  University	  of	  Sydney.	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Hasil	  penelitian	  akan	  digunakan	  dalam	  konferensi	  atau	  publikasi	   jurnal.	   Identitas	  anda	  dan	  sekolah	  
anda	  tidak	  akan	  diungkap,	  baik	  dalam	  konferensi	  maupun	  publikasi	  jurnal.	  	  
	  
(10) Bolehkah	  saya	  menceritakan	  penelitian	  ini	  kepada	  pihak	  ketiga?	  
	   Ya,	  anda	  boleh	  menceritakan	  penelitian	  ini	  kepada	  pihak	  ketiga.	  	  
	  
(11) Bagaimana	  jika	  saya	  memerlukan	  informasi	  lebih	  jauh	  tentang	  penelitian	  ini?	  	  
Elga	  Andriana	  akan	  menyediakan	  waktu	  untuk	  berdikusi	  lebih	  lanjut	  dan	  menjawab	  pertanyaan	  anda.	  
Jika	   anda	  membutuhkan	   informasi	   lain	   selama	   penelitian	   berlangsung,	   anda	   bisa	  menghubungi	   Dr	  
David	   Evans,	   Associate	   Professor	   Special	   Education,	   di	   nomor	   +612	   9351	   8463	   atau	   via	   email:	  
david.evans@sydney.edu.au	  
	  
(12) Apakah	  saya	  akan	  mendapat	  hasil	  dari	  penelitian	  ini?	  
Anda	  berhak	  menerima	  masukan	  tentang	  hasil	  umum	  penelitian	  ini.	  Anda	  dapat	  memberitahu	  kami	  
dengan	   memilih	   pada	   kotak	   yang	   disediakan	   di	   Lembar	   Persetujuan.	   Hasil	   akan	   diberikan	   berupa	  	  
satu	  lembar	  ringkasan.	  Anda	  akan	  menerimanya	  setelah	  penelitian	  selesai.	  
	  
(13) Bagaimana	  jika	  saya	  ingin	  menyampaikan	  keluhan	  atau	  keberatan?	  	  
Penelitian	  yang	  melibatkan	  manusia	  direview	  oleh	  kelompok	   independen	  benama	  Human	  Research	  
Ethics	   Committee	   (HREC).	   Aspek	   etis	   dari	   penelitian	   ini	   telah	   disetujui	   oleh	   HREC	   di	   University	   of	  
Sydney.	   Penelitian	   ini	   dijalankan	   sesuai	   dengan	  National	   Statement	   on	   Ethical	   Conduct	   in	   Human	  
Research	  (2007).	  Panduan	  tersebut	  dikembangkan	  untuk	  melindungi	  orang-­‐orang	  yang	  terlibat	  dalam	  
penelitian.	  
	  
Jika	   anda	   memiliki	   keluhan	   atau	   keberatan	   tentang	   pelaksanaan	   penelitian	   ini,	   dan	   ingin	  
menyampaikannya	  kepada	  pihak	   independen,	   silahkan	  menghubungi	  Widiasmara	  di	  081578877987	  
yang	  akan	  membantu	  anda	  menulis	  email	  kepada:	  
The	  Manager,	  Ethics	  Administration,	  University	  of	  Sydney:	  
• Telephone:	  +61	  2	  8627	  8176	  
• Email:	  ro.humanethics@sydney.edu.au	  
• Fax:	  +61	  2	  8627	  8177	  (Facsimile)	  
	  
Lembar	  informasi	  ini	  untuk	  anda	  simpan.	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Faculty	  of	  Education	  and	  Social	  Work	  	  
	   	  
	  ABN	  15	  211	  513	  464	  
	  
	   David	  Evans	  	  PhD	  
Associate	  Professor	  of	  Special	  Education	  	  
Room	  707	  
Education	  Building	  |	  A35	  
The	  University	  of	  Sydney	  	  
NSW	  2006	  AUSTRALIA	  
Telephone:	  	  	  +61	  2	  9351	  8463	  
Facsimile:	   	  +61	  2	  9351	  2606	  
Email:	  david.evans@sydney.edu.au	  
Web:	  http://www.sydney.edu.au/	  
	  
Mendengarkan	  Suara	  Anak:	  Pengalaman	  Siswa	  tentang	  Pendidikan	  Inklusif	  
	  
LEMBAR	  INFORMASI	  PARTISIPAN	  
	  ORANGTUA/WALI	  
	  
	  
(1) Apa	  yang	  hendak	  diteliti?	  	  
Anak	   anda	   diundang	   untuk	   berpartisipasi	   dalam	   penelitian	   yang	   bertujuan	   untuk	   memahami	  
pengalaman	  siswa-­‐siswi	  di	  SD	  Negeri	  inklusif.	  	  
	  
Anak	   anda	   diundang	   untuk	   berpartisipasi	   karena	   ia	   murid	   di	   SD	   inklusif.	   Lembar	   informasi	   ini	  
menjelaskan	  kepada	  anda	  tentang	  studi	   ini.	  Lembar	   ini	  memberi	  berbagai	   informasi	  untuk	  membantu	  
anda	  memutuskan	   apakah	   anda	   akan	  memberikan	   ijin	   bagi	   anak	   anda	   untuk	   ikut	   berpartisipasi	   atau	  
tidak.	  Mohon	  membaca	  lembar	  ini	  dengan	  teliti	  dan	  silahkan	  bertanya	  hal-­‐hal	  yang	  belum	  anda	  pahami	  
atau	  yang	  ingin	  anda	  ketahui	  lebih	  lanjut.	  
	  
Keikutsertaan	  dalam	  penelitian	   ini	  bersifat	  sukarela.	  Anda	  bebas	  untuk	  memberikan	  persetujuan	  atau	  
tidak	  memberikan	  persetujuan	  	  bagi	  anak	  anda	  untuk	  terlibat	  dalam	  penelitian	  ini.	  	  
	  	  
Dengan	  memberikan	  persetujuan,	  berarti	  anda:	  
ü Memahami	  apa	  yang	  anda	  baca	  
ü Setuju	  anak	  anda	  terlibat	  dalam	  penelitian	  ini	  dengan	  perincian	  di	  bawah	  
ü Setuju	  	  bahwa	  informasi	  personal	  tentang	  anak	  anda	  digunakan	  untuk	  kepentingan	  penelitian	  
seperti	  yang	  dijelaskan	  di	  bawah	  	  
	  
(2) Siapa	  yang	  melakukan	  penelitian?	  
Penelitian	   ini	   dilakukan	   oleh	   Elga	   Andriana	   sebagai	   prasyarat	   menempuh	   jenjang	   doctor	   filasafat	  
(PhD)	   di	   	   University	   of	   Sydney,	   dibawah	   supervisi	   Dr	   David	   Evans,	   Associate	   Professor	   Special	  
Education,	  The	  University	  of	  Sydney.	  
	   	   	  
(3) Begaimana	  penelitian	  ini	  akan	  dilaksanakan?	  
	   Anak	  anda	  akan	  diminta	  untuk:	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-­‐ Mengikuti	  sesi	  pelatihan	  fotografi	  
-­‐ Mengikuti	  sesi	  pelatihan	  menggambar	  
-­‐ Mengambil	   foto-­‐foto	   berupa	   barang,	   tempat,	   kegiatan	   dalam	   lingkungan	   sekolah	   selama	   jam	  
sekolah	  
-­‐ Menggambar	  pengalamannya	  tentang	  kegiatan	  di	  sekolah	  baik	  secara	  individu	  maupun	  kelompok	  
-­‐ Mengikuti	  diskusi	  kelompok	  untuk	  menceritakan	  isi	  dari	  foto	  dan	  gambar	  yang	  dibuat	  
-­‐ Mengikuti	  wawancara	  individu	  untuk	  menceritakan	  foto	  dan	  gambar	  yang	  dibuat	  
	  
(4) Berapa	  waktu	  yang	  dibutuhkan?	  
Keterlibatan	  anak	  anda	  dalam	  penelitian	  ini	  memakan	  waktu	  2	  minggu.	  Sesi	  pelatihan	  fotografi	  
memakan	  waktu	  1	  jam.	  Sesi	  pelatihan	  menggambar	  juga	  memakan	  waktu	  1	  jam.	  Anak	  anda	  akan	  
mengambil	  foto	  dan	  menggambar	  selama	  kurun	  waktu	  2	  minggu,	  dalam	  waktu	  yang	  mereka	  
tentukan	  sendiri,	  di	  jam-­‐jam	  sekolah.	  Diskusi	  kelompok	  akan	  memakan	  waktu	  30	  menit,	  demikian	  
pula	  wawancara	  individu	  juga	  akan	  memakan	  waktu	  30	  menit.	  
	  
(5) Siapa	  yang	  terlibat	  dalam	  penelitia	  ini?	  
Siswa	  berkebutuhan	  khusus	  dan	  siswa	  regular	  dari	  kelas	  1	  sampai	  kelas	  6	  bisa	  terlibat	  dalam	  
penelitian	  ini.	  
	  	  
(6) Apakah	  anak	  saya	  wajib	  terlibat	  dalam	  penelitian	  ini?	  Bisakah	  mereka	  mengundurkan	  diri?	  	  
Keterlibatan	  dalam	  penelitian	   ini	   sepenuhnya	  bersifat	   sukarela	   dan	   anak	   anda	   tidak	   harus	   terlibat.	  
Keputusan	   anda	   untuk	   memberi	   ijin	   atau	   tidak	   memberi	   ijin	   bagi	   anak	   anda	   tidak	   akan	  
mempengaruhi	   hubungan	   anda	   dengan	   Kepala	   Sekolah,	   guru,	   peneliti	   maupun	   siapa	   pun	   di	  
University	  of	  Sydney,	  sekarang	  atau	  di	  kemudian	  hari.	  	  
	  
Jika	  anda	  memutuskan	  anak	  anda	   teribat	  dalam	  penelitian	   ini	  dan	  kemudian	  anda	  berubah	  pikiran	  
(atau	  anak	  anda	  tidak	  lagi	   ingin	  terlibat),	  mereka	  bebas	  untuk	  mengundurkan	  diri	  dari	  penelitian	  ini	  
setiap	  saat.	  Anda	  bisa	  melakukan	   ini	  dengan	  menghubungi	  Kepala	  Sekolah	  dan	  menjelaskan	  bahwa	  
anak	  anda	  ingin	  mengundurkan	  diri.	  	  
	  
Anak	   anda	   boleh	   meminta	   wawancara	   untuk	   dihentikan	   jika	   memang	   tidak	   ingin	   melanjutkan.	  
Rekaman	  akan	  dihapus	  dan	  informasi	  tentang	  anak	  anda	  tidak	  akan	  diikutkan	  dalam	  hasil	  penelitian,	  
kecuali	  bila	  anda	  mengijinkan	  rekaman	  tersebut	  untuk	  kami	  gunakan.	  Anak	  anda	  juga	  bisa	  menolak	  
menjawab	  pertanyaan	  yang	  tidak	  ingin	  mereka	  jawab.	  	  
	  	  
Jika	   anak	   anda	   terlibat	   dalam	   diskusi	   kelompok,	   mereka	   bebas	   untuk	   minta	   berhenti	   atau	  
mengundurkan	   diri	   atau	   menolak	   menjawab	   pertanyaan.	   Namun,	   rekaman	   komentar	   anak	   anda	  
tidak	  bisa	  dihapus,	  karena	  akan	  terekam	  sebagai	  diksusi	  kelompok.	  
	  	  
Jika	   anak	   anda	  mengundurkan	   diri	   dari	   penelitian,	   kami	   tidak	   akan	  mengumpulkan	   informasi	   lebih	  
jauh	   tentang	  mereka.	   Namun	   informasi	   yang	   sudah	   terkumpul	   akan	   tetap	   disimpan	   dalam	   catatan	  
kami	  dan	  mungkin	  digunakan	  dalam	  publikasi.	  	  
	  
(7) Apakah	  penelitian	  ini	  menimbulkan	  resiko	  atau	  biaya	  bagi	  saya?	  
Selain	  memberikan	  waktu,	  tidak	  ada	  resiko	  atau	  biaya	  yang	  berarti	  karena	  terlibat	  dalam	  penelitian	  
ini.	  
	  
(8) Apa	  manfaat	  terlibat	  dalam	  penelitian	  ini?	  	  
Anak	  anda	  akan	  mempelajari	  ketrampilan	  dasar	  fotografi	  dan	  perspektif	  dalam	  menggambar.	  
Dengan	  terlibat	  dalam	  penelitian	  ini,	  anda	  membantu	  kami	  untuk	  memahami	  pengalaman	  anak	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tentang	  inklusi	  yang	  bisa	  membantu	  sekolah	  lain	  memberikan	  layanan	  yang	  lebih	  baik	  bagi	  semua	  
anak.	  	  
(9) Informasi	  yang	  dikumpulkan	  dalam	  penelitian	  ini	  akan	  digunakan	  untuk	  apa?	  
Dengan	   memberikan	   persetujuan,	   anda	   berarti	   mengijinkan	   kami	   untuk	   mengumpulkan	   informasi	  
personal	   tentang	   anak	   anda	   untuk	   tujuan	   penelitian.	   Informasi	   hanya	   akan	   digunakan	   untuk	  
keperluan	  yang	  dijelaskan	  dalam	  Lembar	  Informasi	  ini,	  sesuai	  persetujuan	  anda.	  
	  	  
Informasi	   tentang	   anak	   anda	   akan	   disimpan	   secara	   aman	   dan	   identitas	   mereka	   akan	   dirahasikan,	  
kecuali	  disyaratkan	  oleh	  hukum.	  Hasil	  penelitian	  akan	  dipublikasikan	  namun	  identitas	  anak	  anda	  akan	  
dirahasiakan	  di	  dalam	  publikasi	  tersebut.	  	  
	  
(10) Bolehkah	  saya	  menceritakan	  mengenai	  penelitian	  ini	  kepada	  pihak	  ketiga?	  
	   Ya,	  anda	  boleh	  menceritakan	  penelitian	  ini	  kepada	  pihak	  ketiga.	  	  
	  
(11) Bagaimana	  jika	  saya	  memerlukan	  informasi	  lebih	  jauh	  tentang	  penelitian	  ini?	  	  
Elga	  Andriana	  akan	  menyediakan	  waktu	  untuk	  berdikusi	  lebih	  lanjut	  dan	  menjawab	  pertanyaan	  anda.	  
Jika	   anda	  membutuhkan	   informasi	   lain	   selama	   penelitian	   berlangsung,	   anda	   bisa	  menghubungi	   Dr	  
David	   Evans,	   Associate	   Professor	   Special	   Education,	   di	   nomor	   +612	   9351	   8463	   atau	   via	   email:	  
david.evans@sydney.edu.au	  
	  
(12) Apakah	  saya	  akan	  mendapat	  hasil	  dari	  penelitian	  ini?	  
Anda	   dan	   anak	   anda	   berhak	   menerima	   masukan	   tentang	   hasil	   umum	   penelitian	   ini.	   Anda	   dapat	  
memberitahu	  kami	  dengan	  memilih	  pada	  kotak	  yang	  disediakan	  di	   Lembar	  Persetujuan.	  Hasil	   akan	  
diberikan	  berupa	  	  satu	  lembar	  ringkasan.	  Anda	  akan	  menerimanya	  setelah	  penelitian	  selesai.	  
	  	  
(13) Bagaimana	  jika	  saya	  ingin	  menyampaikan	  keluhan	  atau	  keberatan?	  	  
Penelitian	  yang	  melibatkan	  manusia	  direview	  oleh	  kelompok	   independen	  benama	  Human	  Research	  
Ethics	   Committee	   (HREC).	   Aspek	   etis	   dari	   penelitian	   ini	   telah	   disetujui	   oleh	   HREC	   di	   University	   of	  
Sydney.	   Penelitian	   ini	   dijalankan	   sesuai	   dengan	  National	   Statement	   on	   Ethical	   Conduct	   in	   Human	  
Research	  (2007).	  Panduan	  tersebut	  dikembangkan	  untuk	  melindungi	  orang-­‐orang	  yang	  terlibat	  dalam	  
penelitian.	  
	  
Jika	   anda	   memiliki	   keluhan	   atau	   keberatan	   tentang	   pelaksanaan	   penelitian	   ini,	   dan	   ingin	  
menyampaikannya	  kepada	  pihak	   independen,	   silahkan	  menghubungi	  Widiasmara	  di	  081578877987	  
yang	  akan	  membantu	  anda	  menulis	  email	  kepada:	  
The	  Manager,	  Ethics	  Administration,	  University	  of	  Sydney:	  
• Telephone:	  +61	  2	  8627	  8176	  
• Email:	  ro.humanethics@sydney.edu.au	  
• Fax:	  +61	  2	  8627	  8177	  (Facsimile)	  
	  
Lembar	  informasi	  ini	  untuk	  anda	  simpan	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Faculty	  of	  Education	  and	  Social	  Work	  	  
	   	  
	  ABN	  15	  211	  513	  464	  
	  
	   David	  Evans	  	  PhD	  
Associate	  Professor	  of	  Special	  Education	  	  
Room	  707	  
Education	  Building	  |	  A35	  
The	  University	  of	  Sydney	  	  
NSW	  2006	  AUSTRALIA	  
Telephone:	  	  	  +61	  2	  9351	  8463	  
Facsimile:	   	  +61	  2	  9351	  2606	  
Email:	  david.evans@sydney.edu.au	  
Web:	  http://www.sydney.edu.au/	  
	  
	  
Mendengarkan	  Suara	  Anak:	  Pengalaman	  Siswa	  tentang	  Pendidikan	  Inklusif	  
	  
LEMBAR	  INFORMASI	  PARTISIPAN	  
Orangtua/Wali	  (Wawancara)	  
	  
(1) Apa	  yang	  hendak	  diteliti?	  	  
Anda	   diundang	   untuk	   berpartisipasi	   dalam	  penelitian	   yang	   bertujuan	   untuk	  memahami	   pengalaman	  
siswa-­‐siswi	  di	  SD	  Negeri	  inklusif.	  	  
	  
Anda	   diundang	   untuk	   berpartisipasi	   karena	   anak	   anda	   terlibat	   dalam	   penelitian	   ini.	   Kepala	   Sekolah	  
anda	  juga	  menyatakan	  sekolah	  anda	  berpartisipasi	  dalam	  penelitian	  ini.	  Lembar	  ini	  memberi	  berbagai	  
informasi	  untuk	  membantu	  anda	  memutuskan	  apakah	  anda	  akan	  ikut	  berpartisipasi	  atau	  tidak.	  Mohon	  
membaca	   lembar	   ini	  dengan	   teliti	  dan	  silahkan	  bertanya	  hal-­‐hal	  yang	  belum	  anda	  pahami	  atau	  yang	  
ingin	  anda	  ketahui	  lebih	  lanjut.	  
	  
Keikutsertaan	   dalam	   studi	   ini	   bersifat	   sukarela.	   Anda	   bebas	   untuk	   menentukan	   apakah	   anda	   akan	  
berpartisipasi	  atau	  tidak.	  	  
	  
Dengan	  memberikan	  persetujuan,	  berarti	  anda:	  
ü Memahami	  apa	  yang	  anda	  baca	  
ü Setuju	  anda	  terlibat	  dalam	  penelitian	  ini	  dengan	  perincian	  di	  bawah	  	  
ü Setuju	  informasi	  tentang	  anda	  digunakan	  untuk	  kepentingan	  penelitian	  seperti	  dijelaskan	  di	  bawah	  	  
	  
	  	  	  	  	   	  	  	  	  	  	  	  	  	  Anda	  akan	  mendapat	  Lembar	  Informasi	  ini	  untuk	  disimpan.	  
	  
(2) Siapa	  yang	  melakukan	  penelitian?	  
Penelitian	   ini	   dilakukan	   oleh	   Elga	   Andriana	   sebagai	   prasyarat	   menempuh	   jenjang	   doctor	   filasafat	  
(PhD)	   di	   University	   of	   Sydney,	   dibawah	   supervisi	   Dr	   David	   Evans,	   Associate	   Professor	   Special	  
Education,	  The	  University	  of	  Sydney.	  
	  
(3) Saya	  akan	  terlibat	  dalam	  hal	  apa?	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Anda	  akan	  dilibatkan	  dalam	  wawancara.	  Kami	  berharap	  bisa	  mendapat	  informasi	  lebih	  detil	  tentang	  
praktik	   inklusi	   di	   sekolah	   anda.	   Anda	   dipersilahkan	   untuk	   menentukan	   waktu	   wawancara,	   yang	  
diharapkan	  dilaksanakan	  di	  sekolah	  dan	  dalam	  jam	  sekolah.	  
	  
(4) Berapa	  lama	  waktu	  yang	  dibutuhkan	  untuk	  wawancara?	  
	   	   Wawancara	  akan	  memakan	  waktu	  kurang	  lebih	  1	  jam.	  
	  
(5) Siapa	  saja	  yang	  terlibat?	  
Penelitian	   ini	  melibatkan	   beberapa	   anggota	   komunitas	   sekolah	   anda,	   yaitu:	   siswa,	   Kepala	   Sekolah,	  
Guru	  Kelas,	  Guru	  Pendamping	  Khusus,	  dan	  orangtua/wali.	  	  
	  
(6) Apakah	  saya	  wajib	  terlibat	  dalam	  penelitian	  ini?	  Bisakah	  saya	  mengundurkan	  diri?	  
Keikutsertaan	  dalam	  penelitian	   ini	   bersifat	   sukarela	   dan	   anda	   tidak	  wajib	   terlibat.	   Keputusan	   anda	  
untuk	   berpartisipasi	   atau	   tidak,	   tidak	   akan	  mempengaruhi	   hubungan	   anda	   dengan	  peneliti,	   Kepala	  
Sekolah,	  Dinas	  Pendidikan	  Kota	  Yogyakarta	  atau	  siapa	  pun	  di	  University	  of	  Sydney,	  baik	  saat	  ini	  atau	  
dikemudian	  hari.	  	  
	  
Jika	  anda	  memutuskan	  untuk	  berpartisipasi	  dalam	  penelitian	  ini	  dan	  kemudian	  berubah	  pikiran,	  anda	  
bebas	  untuk	  mengundurkan	  diri	  setiap	  saat.	  Anda	  bisa	  melakukan	  ini	  dengan	  menghubungi	  peneliti	  
dan	  menjelaskan	  bahwa	  anda	  ingin	  mengundurkan	  diri.	  	  
	  
Anda	   dapat	   menghentikan	   wawancara	   setiap	   saat	   jika	   anda	   memang	   tidak	   berkenan	   untuk	  
melanjutkan.	   Rekaman	   akan	   dihapus	   dan	   informasi	   tidak	   akan	   diikutkan	   dalam	   hasil	   penelitian,	  
kecuali	   bila	   anda	   mengijinkan	   rekaman	   tersebut	   untuk	   kami	   gunakan.	   Anda	   juga	   bisa	   menolak	  
menjawab	  pertanyaan	  yang	  tidak	  ingin	  anda	  	  jawab.	  	  
	  
(7) Apakah	  penelitian	  ini	  menimbulkan	  resiko	  atau	  biaya	  bagi	  saya?	  
Selain	  memberikan	  waktu,	  tidak	  ada	  resiko	  atau	  biaya	  yang	  berarti	  karena	  terlibat	  dalam	  penelitian	  
ini.	  
	  
(8) Apakah	  penelitian	  ini	  akan	  menguntungkan	  bagi	  saya?	  	  
Kami	   tidak	  menjamin	   atau	  menjanjikan	   suatu	   bentuk	   keuntungan	   tertentu	   bagi	   anda	   karena	   telah	  
bersedia	  terlibat	  dalam	  penelitian	  ini.	  	  
	  
Penelitian	  ini	  bertujuan	  untuk	  memahami	  pengalaman	  siswa	  tentang	  inklusi,	  khususnya	  di	  sekolah-­‐
sekolah	  reguler	  yang	  telah	  direformasi	  menjadi	  sekolah	  inklusi	  sebagai	  konsekuensi	  dari	  peraturan	  
tentang	  pendidikan	  inklusif.	  Temuan	  dan	  rekomendasi	  dari	  penelitian	  ini	  bisa	  membantu	  sekolah-­‐
sekolah	  reguler	  lainnya	  yang	  akan	  berubah	  menjadi	  sekolah	  inklusif,	  untuk	  dapat	  mengambil	  
kebijakan	  maupun	  membuat	  praktik	  inklusi	  dengan	  memanfaatkan	  informasi	  yang	  tersedia.	  Hal	  ini	  
berarti	  turut	  memperbaiki	  kualitas	  pendidikan	  bagi	  siswa	  reguler	  dan	  berkebutuhan	  khusus.	  	  
	  
(9) Informasi	  yang	  dikumpulkan	  dalam	  penelitian	  ini	  akan	  digunakan	  untuk	  apa?	  
Dengan	   memberikan	   persetujuan,	   anda	   berarti	   mengijinkan	   kami	   untuk	   mengumpulkan	   informasi	  
personal	  tentang	  anda	  dan	  tiga	  peserta	  lainnya	  dari	  sekolah	  anda	  untuk	  tujuan	  penelitian.	  Informasi	  	  
hanya	   akan	   digunakan	   untuk	   keperluan	   yang	   dijelaskan	   dalam	   Lembar	   Informasi	   ini,	   sesuai	  
persetujuan	  anda.	  
	  	  
Informasi	   akan	   disimpan	   dengan	   aman	   dan	   identitas	   sekolah	   maupun	   peserta	   yang	   terlibat	   akan	  
dirahasiakan,	  kecuali	  disyaratkan	  oleh	  hukum.	  Hasil	  penelitian	  akan	  dipublikasikan	  namun	   identitas	  	  
anda	  dalam	  publikasi	  tersebut	  akan	  dirahasiakan.	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Dengan	  seijin	  anda,	  wawancara	  akan	  direkam.	  Rekaman	  akan	  ditranskrip	  dan	  dianalisis.	  Transkripsi	  
akan	  disimpan	  dengan	  aman	  di	  University	  of	  Sydney.	  
	  
Hasil	  penelitian	  akan	  digunakan	  dalam	  konferensi	  atau	  publikasi	   jurnal.	   Identitas	  anda	  dan	  sekolah	  
anda	  tidak	  akan	  diungkap,	  baik	  dalam	  konferensi	  maupun	  publikasi	  jurnal.	  	  
	  
(10) Bolehkah	  saya	  menceritakan	  penelitian	  ini	  kepada	  pihak	  ketiga?	  
	   Ya,	  anda	  boleh	  menceritakan	  penelitian	  ini	  kepada	  pihak	  ketiga.	  	  
	  
(11) Bagaimana	  jika	  saya	  memerlukan	  informasi	  lebih	  jauh	  tentang	  penelitian	  ini?	  	  
Elga	  Andriana	  akan	  menyediakan	  waktu	  untuk	  berdikusi	  lebih	  lanjut	  dan	  menjawab	  pertanyaan	  anda.	  
Jika	   anda	  membutuhkan	   informasi	   lain	   selama	   penelitian	   berlangsung,	   anda	   bisa	  menghubungi	   Dr	  
David	   Evans,	   Associate	   Professor	   Special	   Education,	   di	   nomor	   +612	   9351	   8463	   atau	   via	   email:	  
david.evans@sydney.edu.au	  
	  
(12) Apakah	  saya	  akan	  mendapat	  hasil	  dari	  penelitian	  ini?	  
Anda	  berhak	  menerima	  masukan	  tentang	  hasil	  umum	  penelitian	  ini.	  Anda	  dapat	  memberitahu	  kami	  
dengan	   memilih	   pada	   kotak	   yang	   disediakan	   di	   Lembar	   Persetujuan.	   Hasil	   akan	   diberikan	   berupa	  	  
satu	  lembar	  ringkasan.	  Anda	  akan	  menerimanya	  setelah	  penelitian	  selesai.	  
	  
(13) Bagaimana	  jika	  saya	  ingin	  menyampaikan	  keluhan	  atau	  keberatan?	  	  
Penelitian	  yang	  melibatkan	  manusia	  diperiksa	  oleh	  kelompok	  independen	  benama	  Human	  Research	  
Ethics	   Committee	   (HREC).	   Aspek	   etis	   dari	   penelitian	   ini	   telah	   disetujui	   oleh	   HREC	   di	   University	   of	  
Sydney.	   Penelitian	   ini	   dijalankan	   sesuai	   dengan	  National	   Statement	   on	   Ethical	   Conduct	   in	   Human	  
Research	  (2007).	  Panduan	  tersebut	  dikembangkan	  untuk	  melindungi	  orang-­‐orang	  yang	  terlibat	  dalam	  
penelitian.	  
	  
Jika	   anda	   memiliki	   keluhan	   atau	   keberatan	   tentang	   pelaksanaan	   penelitian	   ini,	   dan	   ingin	  
menyampaikannya	  kepada	  pihak	   independen,	   silahkan	  menghubungi	  Widiasmara	  di	  081578877987	  
yang	  akan	  membantu	  anda	  menulis	  email	  kepada:	  
The	  Manager,	  Ethics	  Administration,	  University	  of	  Sydney:	  
• Telephone:	  +61	  2	  8627	  8176	  
• Email:	  ro.humanethics@sydney.edu.au	  
• Fax:	  +61	  2	  8627	  8177	  (Facsimile)	  
	  
Lembar	  informasi	  ini	  untuk	  anda	  simpan.	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   David	  Evans	  	  PhD	  
Associate	  Professor	  of	  Special	  Education	  	  
Room	  707	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Mendengarkan	  Suara	  Anak:	  Pengalaman	  Siswa	  tentang	  Pendidikan	  Inklusif	  
	  
	   	   Halo.	  	  Kenalkan	  kami:	  
• David	  Evans	  	  	  
• Elga	  Andriana	  
	  
Kami	   membuat	   penelitian	   untuk	   mencari	   tahu	   tentang	   pengalamanmu	   di	   sekolah.	   Penelitian	  
adalah	   suatu	   proyek	   yang	   dikerjakan	   oleh	   peneliti	   supaya	  mereka	  mendapat	   jawaban	   tentang	  
suatu	  pertanyaan.	  	  
	  
Kami	  mengundangmu	  berpartisipasi	  dalam	  penelitian	  ini	  karena	  kamu	  siswa	  di	  sekolah	  inklusif.	  	  
	  
Lembar	  ini	  berisi	  informasi	  tentang	  apa	  yang	  akan	  kamu	  kerjakan	  jika	  kamu	  terlibat.	  Bacalah	  dengan	  teliti	  supaya	  
kamu	  bisa	  memutuskan	  apakah	  kamu	  mau	  terlibat	  atau	  tidak.	  	  
	  
Jika	  kamu	  punya	  pertanyaan,	  kamu	  bisa	  bertanya	  ke	  orangtuamu	  atau	  gurumu.	  Kamu	  juga	  bisa	  menelepon	  kami	  
kapan	  saja	  di	  0274384246.	  
	  
Kau	   bebas	   untuk	  memilih	   apakah	   akan	   ikut	   dalam	  penelitian	   ini	   atau	   tidak.	   Kamu	   tidak	  wajib	   ikut	   serta	   dalam	  
penelitian	  ini.	  	  
	  
JIka	   kamu	  memutuskan	  untuk	  berpartisipasi,	   tapi	   kemudian	   ingin	  mengundurkan	  diri	   juga	   tidak	  apa-­‐apa.	  Kamu	  
tidak	  akan	  kena	  masalah,	  tidak	  akan	  ada	  yang	  sedih	  atau	  marah	  padamu.	  	  
	   	  
Apa	  yang	  akan	  kukerjakan	  jika	  aku	  berpartisipasi?	  	  
Jika	  kamu	  memutuskan	  untuk	  terlibat,	  kami	  memintamu	  untuk:	  	  
• Mengambil	  foto-­‐foto	  tentang	  tempat,	  barang,	  kegiatan	  di	  sekolahmu	  
• Menggambar	  dirimu	  dan	  kegiatanmu	  di	  sekolah	  	  
• Menceritakan	  foto	  dan	  gambarmu	  ke	  saya	  (Elga)	  	  
	  
Kamu	  akan	  belajar	  tentang	  fotografi	  dan	  bagaimana	  menggunakan	  kamera	  digital,	  kamu	  juga	  akan	  belajar	  
menggambar.	  Guru	  kelas	  dan	  saya	  akan	  membantumu	  saat	  pelatihan	  fotografi	  dan	  menggambar.	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Bila	  kami	  memberimu	  pertanyaan,	  kamu	  bisa	  memilih	  pertanyaan	  mana	  yang	  mau	  kamu	  jawab.	  JIka	  kamu	  tidak	  
ingin	  membicarakan	  sesuatu,	  kamu	  tidak	  harus	  membicarakannya.	  Kamu	  bisa	  memutuskan	  untuk	  berhenti	  bicara	  
dengan	  kami	  setiap	  saat.	  
	   	  
Rekaman	  Audio:	  Jika	  kamu	  setuju,	  kami	  akan	  merekam	  apa	  yang	  kamu	  sampaikan	  dengan	  tape	  recorder.	  
	  
Diskusi	  Kelompok:	  Jika	  kamu	  terlibat	  dalam	  diskusi	  kelompok	  dengan	  yang	  lain,	  kami	  tidak	  bisa	  menghapus	  apa	  
yang	  sudah	  kamu	  katakan	  karena	  rekaman	  akan	  mencakup	  apa	  saja	  yang	  dikatakan	  oleh	  semua	  orang.	  
	  
Apakah	  orang	  lain	  akan	  tahu	  informasi	  yang	  kusampaikan?	  	  
Kami	  tidak	  akan	  memberitahu	  orang	  lain	  apa	  yang	  kamu	  sampaikan.	  Semua	  informasi	  darimu	  akan	  
disimpan	  dalam	  tempat	  yang	  aman	  dan	  akan	  dijaga	  kerahasiaannya.	  Kami	  akan	  menulis	  laporan	  
tentang	  hasil	  penelitian	  dan	  menunjukkannya	  kepada	  orang	  lain,	  namun	  kami	  tidak	  akan	  menyebut	  
namamu.	  Kami	  juga	  akan	  menunjukkan	  foto-­‐foto	  yang	  kamu	  dan	  teman-­‐temanmu	  ambil	  yang	  mungkin	  
saja	  menunjukkan	  wajahmu,	  kecuali	  bila	  kamu	  tidak	  mengijinkan	  maka	  kami	  akan	  mengaburkan	  wajahmu	  
di	  foto.	  	  
Berapa	  lama	  waktu	  yang	  dibutuhkan?	  
	  
Keterlibatanmu	  dalam	  penelitian	  ini	  akan	  memakan	  waktu	  2	  minggu.	  Training	  fotografi	  membutuhkan	  
waktu	  1	  jam.	  Training	  menggambar	  juga	  membutuhkan	  waktu	  1	  jam.	  Kamu	  bisa	  mengambil	  foto	  dan	  
menggambar	  pada	  waktu	  yang	  kamu	  tentukan	  sendiri	  selama	  jam	  sekolah.	  Diskusi	  kelompok	  akan	  
memakan	  waktu	  30	  menit,	  diskusi	  perorangan	  dengan	  Elga	  juga	  akan	  memakan	  waktu	  30	  menit.	  	  
Hal	  baik	  apa	  yang	  kudapatkan	  atau	  kuberikan	  dengan	  keterlibatanku	  dalam	  penelitian	  ini?	  
	  
Kamu	  akan	  belajar	  ketrampilan	  dasar	  tentang	  fotografi	  dan	  menggambar.	  Terlibat	  dalam	  penelitian	  ini	  
juga	  berarti	  membantu	  kami	  dan	  orang	  lain	  untuk	  memahami	  pengalamanmu	  yang	  bisa	  membantu	  
sekolah	  lain	  memberi	  layanan	  yang	  lebih	  baik	  untuk	  semua	  anak.	  
	  
Adakah	  hal	  buruk	  dengan	  terlibat	  dalam	  penelitian	  ini?	  	  
	  
Penelitian	  ini	  akan	  menyita	  waktumu,	  tapi	  tidak	  akan	  memberimu	  akibat	  buruk.	  	  
	  
	   	  
Apakah	  aku	  akan	  diberitahu	  hasil	  penelitiani	  ini?	  
Ya,	  kami	  akan	  memberitahu	   jika	  kamu	  minta.	  Ada	  pertanyaan	   tentang	   ini,	   jika	  kamu	  melingkari	   ‘Ya’,	   kami	  akan	  
memberi	  tahu	  apa	  yang	  kami	  pelajari	  dari	  penelitian	  ini.	  	  
	  
	  
Bagaimana	   jika	  aku	  punya	  keluhan	  tentang	  penelitian	   ini	  atau	  tentang	  orang-­‐orang	  yang	  mengerjakan	  dalam	  
penelitian	  ini?	  	  
Jika	   kamu	   punya	   keluhan	   tentang	   jalannya	   penelitian	   ini	   atau	   tentang	   bagaimana	   kami	  
memperlakukanmu,	  kamu	  atau	  orangtuamu:	  
• Melapor	  ke	  konselor	  sekolah	  atau	  guru	  kelas	  atau	  Kepala	  Sekolah	  	  
• Menelpon	  Widiasmara	  at	  081578877987	  untuk	  membantumu	  menulis	  email	  ke	  
ro.humanethics@sydney.edu.au	  
	  
Lembar	  ini	  untuk	  kamu	  simpan.	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Hearing	  Voices:	  Children’s	  Experiences	  of	  Inclusion	  	  
	  
PARTICIPANT	  CONSENT	  FORM-­‐Overall	  
	  
Principal	  	  
	  
	  
I,	  ...................................................................................	  ,	  agree	  for	  my	  school	  to	  take	  part	  in	  this	  	  
	   [PRINT	  NAME]	  
in	  this	  study.	  
	  
In	  giving	  my	  consent	  I	  state	  that:	  
	  
ü  I	  understand	  the	  purpose	  of	  the	  study,	  what	  participants	  in	  my	  school	  community	  will	  be	  asked	  to	  do,	  and	  
any	  risks/benefits	  involved.	  	  
	  
ü  I	  have	  read	  the	  Participant	  Information	  Statement	  and	  have	  been	  able	  to	  discuss	  my	  school’s	  involvement	  
in	  the	  study	  with	  the	  researchers	  if	  I	  wished	  to	  do	  so.	  	  
	  
ü  The	   researchers	   have	   answered	   any	   questions	   that	   I	   had	   about	   the	   study	   and	   I	   am	   happy	   with	   the	  
answers.	  
	  
ü  I	  understand	  that	  my	  school	  being	  in	  this	  study	  is	  completely	  voluntary	  and	  we	  do	  not	  have	  to	  take	  part.	  
My	  decision	  whether	  to	  be	  in	  the	  study	  will	  not	  affect	  my	  relationship	  with	  the	  researchers	  or	  anyone	  else	  
at	  the	  University	  of	  Sydney,	  and	  will	  not	  affect	  my	  school’s	  relationship	  with	  the	  Department	  of	  Education	  
Yogyakarta	  City,	  now	  or	  in	  the	  future.	  
	  
ü  I	  understand	  that	  my	  school	  can	  withdraw	  from	  the	  study	  at	  any	  time.	  
	  
ü  I	  understand	  that	  the	  study	  is	  being	  conducted	  in	  two	  parts.	  Part	  one	  is	  exploring	  children’s	  experiences	  at	  
school	  through	  photographs	  and	  drawings;	  and	  part	  two	  involves	  interviews	  with	  school	  staff	  and	  parents.	  
	  
	  
ü  I	  understand	  that	  the	  interviews	  can	  be	  stopped	  at	  any	  time	  if	  participants	  do	  not	  wish	  to	  continue,	  and	  
that	  unless	  indicated	  otherwise	  any	  recordings	  will	  then	  be	  erased	  and	  the	  information	  provided	  will	  not	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be	   included	   in	   the	   study.	   I	   also	  understand	   that	  participants	   from	  my	   school	   community	  may	   refuse	   to	  
answer	  any	  questions	  they	  don’t	  wish	  to	  answer.	  
	  
ü  I	  understand	  that	  personal	  information	  about	  my	  school	  or	  members	  of	  my	  school	  community	  that	  are	  
collected	  over	  the	  course	  of	  this	  project	  will	  be	  stored	  securely	  and	  will	  only	  be	  used	  for	  purposes	  that	  
participants	  have	  agreed	  to.	  I	  understand	  that	  information	  about	  my	  school	  or	  members	  of	  my	  school	  
community	  will	  only	  be	  told	  to	  others	  with	  my	  permission,	  except	  as	  required	  by	  law.	  
	  
ü  I	   understand	   that	   the	   results	  of	   this	   study	  may	  be	  published,	   and	   that	  publications	  will	   not	   contain	  my	  
name	  or	  any	  identifiable	  information	  about	  me.	  
	  
I	  consent	  to	  my	  school	  participating	  in:	  please	  indicate	  by	  ticking	  the	  box	  
	  
• Part	  1	  of	  the	  study	  –	  photography	  and	  drawings	  by	  students	  	  	  	   	   	   YES	  o	  	  	  	  	  	  NO	   	  o	  
	  
• Part	  2	  of	  the	  study	  –	  interview	  with	  principal,	  teacher	  and	  parents	  	   YES	  o	  	  	  	  	  	  NO	   	  o	  
	  
Would	  you	  like	  to	  receive	  feedback	  about	  the	  overall	  results	  of	  this	  study?	  	  
	   	   	   	   	   	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  YES	  o	  	  	  	  	  	  	  	  NO	  	  	  	  	  	  o	  
If	  you	  answered	  YES,	  please	  indicate	  your	  preferred	  form	  of	  feedback	  and	  address:	  
	  
o	  Postal:	  	   _______________________________________________________	  
	  
_______________________________________________________	  
	  
o	  Email:	   _______________________________________________________	  
	  
	  
...................................................................	  
Signature	  	  
	  
	  
	  .............	  .....................................................	  
PRINT	  name	  
	  
	  
..................................................................................	  
Date	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Faculty	  of	  Education	  and	  Social	  
Work	  	  
	   	  	  ABN	  15	  211	  513	  464	   	  
	   David	  Evans	  	  PhD	  
Associate	  Professor	  of	  Special	  Education	  	  
Room	  707	  
Education	  Building	  |	  A35	  
The	  University	  of	  Sydney	  	  
NSW	  2006	  AUSTRALIA	  
Telephone:	  	  	  +61	  2	  9351	  8463	  
Facsimile:	   	  +61	  2	  9351	  2606	  
Email:david.evans@sydney.edu.au	  
Web:	  http://www.sydney.edu.au/	  
	  
	  
Hearing	  Voices:	  Children’s	  Experiences	  of	  Inclusion	  	  
	  
PARTICIPANT	  CONSENT	  FORM	  
	  
Principal	  
	  
	  
	  
I,	  ...................................................................................	  ,	  agree	  to	  take	  part	  in	  this	  research	  study.	  
	   [PRINT	  NAME]	  
In	  giving	  my	  consent	  I	  state	  that:	  
	  
ü  I	  understand	  the	  purpose	  of	  the	  study,	  what	  I	  will	  be	  asked	  to	  do,	  and	  any	  risks/benefits	  involved.	  	  
	  
ü  I	  have	  read	  the	  Participant	  Information	  Statement	  and	  have	  been	  able	  to	  discuss	  my	  involvement	  in	  the	  
study	  with	  the	  researchers	  if	  I	  wished	  to	  do	  so.	  	  
	  
ü  The	   researchers	   have	   answered	   any	   questions	   that	   I	   had	   about	   the	   study	   and	   I	   am	   happy	   with	   the	  
answers.	  
	  
ü  I	  understand	  that	  being	  in	  this	  study	  is	  completely	  voluntary	  and	  I	  do	  not	  have	  to	  take	  part.	  My	  decision	  
whether	   to	   be	   in	   the	   study	  will	   not	   affect	  my	   relationship	  with	   the	   researchers	   or	   anyone	   else	   at	   the	  
University	   of	   Sydney	   and	   will	   not	   affect	   my	   relationship	   with	   my	   school,	   or	   the	   Yogyakarta	   City	  
Department	  of	  Education	  now	  or	  in	  the	  future.	  
	  
ü  I	  understand	  that	  I	  can	  withdraw	  from	  the	  study	  at	  any	  time.	  
	  
ü  I	   understand	   that	   I	  may	   stop	   the	   interview	   at	   any	   time	   if	   I	   do	   not	  wish	   to	   continue,	   and	   that	   unless	   I	  
indicate	  otherwise	  any	  recordings	  will	  then	  be	  erased	  and	  the	  information	  provided	  will	  not	  be	  included	  in	  
the	  study.	  I	  also	  understand	  that	  I	  may	  refuse	  to	  answer	  any	  questions	  I	  don’t	  wish	  to	  answer.	  
	  
ü  I	  understand	  that	  personal	  information	  about	  me	  that	  is	  collected	  over	  the	  course	  of	  this	  project	  will	  be	  
stored	  securely	  and	  will	  only	  be	  used	  for	  purposes	  that	  I	  have	  agreed	  to.	  I	  understand	  that	  information	  
about	  me	  will	  only	  be	  told	  to	  others	  with	  my	  permission,	  except	  as	  required	  by	  law.	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ü  I	  understand	  that	  the	  results	  of	  this	  study	  may	  be	  published,	  and	  that	  publications	  will	  not	  contain	  my	  
name	  or	  any	  identifiable	  information	  about	  me.	  
	  
	   	  	  
	  
I	  consent	  to:	  	  
• Audio-­‐recording	   	   	   YES	   o	   NO	   o	  
	  
Would	  you	  like	  to	  receive	  feedback	  about	  the	  overall	  results	  of	  this	  study?	  	  
	   	   	   	   YES	   o	   NO	   o	  
If	  you	  answered	  YES,	  please	  indicate	  your	  preferred	  form	  of	  feedback	  and	  address:	  
	  
o	  Postal:	  	   _______________________________________________________	  
	  
_______________________________________________________	  
	  
o	  Email:	   _______________________________________________________	  
	  
	  
	  
	  
	  
	  
................................................................	  
Signature	  	  
	  
	  
	  
	  ..............	  ....................................................	  
PRINT	  name	  
	  
	  
.................................................................	  
Date	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Faculty	  of	  Education	  and	  Social	  
Work	  	  
	   	  	  ABN	  15	  211	  513	  464	   	  
	   David	  Evans	  	  PhD	  
Associate	  Professor	  of	  Special	  Education	  	  
Room	  707	  
Education	  Building	  |	  A35	  
The	  University	  of	  Sydney	  	  
NSW	  2006	  AUSTRALIA	  
Telephone:	  	  	  +61	  2	  9351	  8463	  
Facsimile:	   	  +61	  2	  9351	  2606	  
Email:david.evans@sydney.edu.au	  
Web:	  http://www.sydney.edu.au/	  
	  
	  
Hearing	  Voices:	  Children’s	  Experiences	  of	  Inclusion	  	  
	  
PARTICIPANT	  CONSENT	  FORM	  
	  
Special	  Needs	  Teacher	  
	  
	  
	  
I,	  ...................................................................................	  ,	  agree	  to	  take	  part	  in	  this	  research	  study.	  
	   [PRINT	  NAME]	  
	  
In	  giving	  my	  consent	  I	  state	  that:	  
	  
ü  I	  understand	  the	  purpose	  of	  the	  study,	  what	  I	  will	  be	  asked	  to	  do,	  and	  any	  risks/benefits	  involved.	  	  
	  
ü  I	  have	  read	  the	  Participant	  Information	  Statement	  and	  have	  been	  able	  to	  discuss	  my	  involvement	  in	  the	  
study	  with	  the	  researchers	  if	  I	  wished	  to	  do	  so.	  	  
	  
ü  The	   researchers	   have	   answered	   any	   questions	   that	   I	   had	   about	   the	   study	   and	   I	   am	   happy	   with	   the	  
answers.	  
	  
ü  I	  understand	  that	  being	  in	  this	  study	  is	  completely	  voluntary	  and	  I	  do	  not	  have	  to	  take	  part.	  My	  decision	  
whether	   to	   be	   in	   the	   study	  will	   not	   affect	  my	   relationship	  with	   the	   researchers	   or	   anyone	   else	   at	   the	  
University	   of	   Sydney	   and	   will	   not	   affect	   my	   relationship	   with	   my	   school,	   or	   the	   Yogyakarta	   City	  
Department	  of	  Education	  now	  or	  in	  the	  future.	  
	  
ü  I	  understand	  that	  I	  can	  withdraw	  from	  the	  study	  at	  any	  time.	  
	  
ü  I	   understand	   that	   I	  may	   stop	   the	   interview	   at	   any	   time	   if	   I	   do	   not	  wish	   to	   continue,	   and	   that	   unless	   I	  
indicate	  otherwise	  any	  recordings	  will	  then	  be	  erased	  and	  the	  information	  provided	  will	  not	  be	  included	  in	  
the	  study.	  I	  also	  understand	  that	  I	  may	  refuse	  to	  answer	  any	  questions	  I	  don’t	  wish	  to	  answer.	  
	  
ü  I	  understand	  that	  personal	  information	  about	  me	  that	  is	  collected	  over	  the	  course	  of	  this	  project	  will	  be	  
stored	  securely	  and	  will	  only	  be	  used	  for	  purposes	  that	  I	  have	  agreed	  to.	  I	  understand	  that	  information	  
about	  me	  will	  only	  be	  told	  to	  others	  with	  my	  permission,	  except	  as	  required	  by	  law.	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ü  I	  understand	  that	  the	  results	  of	  this	  study	  may	  be	  published,	  and	  that	  publications	  will	  not	  contain	  my	  
name	  or	  any	  identifiable	  information	  about	  me.	  
	  
	   	  	  
	  
I	  consent	  to:	  	  
• Audio-­‐recording	   	   	   YES	   o	   NO	   o	  
	  
Would	  you	  like	  to	  receive	  feedback	  about	  the	  overall	  results	  of	  this	  study?	  	  
	   	   	   	   YES	   o	   NO	   o	  
If	  you	  answered	  YES,	  please	  indicate	  your	  preferred	  form	  of	  feedback	  and	  address:	  
	  
o	  Postal:	  	   _______________________________________________________	  
	  
___________________________________________________	  
	  
o	  Email:	   ___________________________________________________	  
	  
	  
	  
	  
	  
	  
...................................................................	  
Signature	  	  
	  
	  
	  
	  ..............	  ....................................................	  
PRINT	  name	  
	  
	  
..................................................................................	  
Date	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Faculty	  of	  Education	  and	  Social	  
Work	  	  
	   	  	  ABN	  15	  211	  513	  464	   	  
	   David	  Evans	  	  PhD	  
Associate	  Professor	  of	  Special	  Education	  	  
Room	  707	  
Education	  Building	  |	  A35	  
The	  University	  of	  Sydney	  	  
NSW	  2006	  AUSTRALIA	  
Telephone:	  	  	  +61	  2	  9351	  8463	  
Facsimile:	   	  +61	  2	  9351	  2606	  
Email:david.evans@sydney.edu.au	  
Web:	  http://www.sydney.edu.au/	  
	  
	  
Hearing	  Voices:	  Children’s	  Experiences	  of	  Inclusion	  	  
	  
PARTICIPANT	  CONSENT	  FORM	  
	  
Class	  Teacher	  
	  
	  
	  
I,	  ...................................................................................	  [PRINT	  NAME],	  agree	  to	  take	  part	  in	  this	  research	  study.	  
	  
In	  giving	  my	  consent	  I	  state	  that:	  
	  
ü  I	  understand	  the	  purpose	  of	  the	  study,	  what	  I	  will	  be	  asked	  to	  do,	  and	  any	  risks/benefits	  involved.	  	  
	  
ü  I	  have	  read	  the	  Participant	  Information	  Statement	  and	  have	  been	  able	  to	  discuss	  my	  involvement	  in	  the	  
study	  with	  the	  researchers	  if	  I	  wished	  to	  do	  so.	  	  
	  
ü  The	   researchers	   have	   answered	   any	   questions	   that	   I	   had	   about	   the	   study	   and	   I	   am	   happy	   with	   the	  
answers.	  
	  
ü  I	  understand	  that	  being	  in	  this	  study	  is	  completely	  voluntary	  and	  I	  do	  not	  have	  to	  take	  part.	  My	  decision	  
whether	   to	   be	   in	   the	   study	  will	   not	   affect	  my	   relationship	  with	   the	   researchers	   or	   anyone	   else	   at	   the	  
University	   of	   Sydney	   and	   will	   not	   affect	   my	   relationship	   with	   my	   school,	   or	   the	   Yogyakarta	   City	  
Department	  of	  Education	  now	  or	  in	  the	  future.	  
	  
ü  I	  understand	  that	  I	  can	  withdraw	  from	  the	  study	  at	  any	  time.	  
	  
ü  I	   understand	   that	   I	  may	   stop	   the	   interview	   at	   any	   time	   if	   I	   do	   not	  wish	   to	   continue,	   and	   that	   unless	   I	  
indicate	  otherwise	  any	  recordings	  will	  then	  be	  erased	  and	  the	  information	  provided	  will	  not	  be	  included	  in	  
the	  study.	  I	  also	  understand	  that	  I	  may	  refuse	  to	  answer	  any	  questions	  I	  don’t	  wish	  to	  answer.	  
	  
ü  I	  understand	  that	  personal	  information	  about	  me	  that	  is	  collected	  over	  the	  course	  of	  this	  project	  will	  be	  
stored	  securely	  and	  will	  only	  be	  used	  for	  purposes	  that	  I	  have	  agreed	  to.	  I	  understand	  that	  information	  
about	  me	  will	  only	  be	  told	  to	  others	  with	  my	  permission,	  except	  as	  required	  by	  law.	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ü  I	  understand	  that	  the	  results	  of	  this	  study	  may	  be	  published,	  and	  that	  publications	  will	  not	  contain	  my	  
name	  or	  any	  identifiable	  information	  about	  me.	  
	   	  	  
	  
I	  consent	  to:	  	  
• Audio-­‐recording	   	   	   YES	   o	   NO	   o	  
	  
Would	  you	  like	  to	  receive	  feedback	  about	  the	  overall	  results	  of	  this	  study?	  	  
	   	   	   	   YES	   o	   NO	   o	  
If	  you	  answered	  YES,	  please	  indicate	  your	  preferred	  form	  of	  feedback	  and	  address:	  
	  
o	  Postal:	  	   _______________________________________________________	  
	  
_______________________________________________________	  
	  
o	  Email:	   _______________________________________________________	  
	  
	  
	  
	  
	  
	  
.................................................................	  
Signature	  	  
	  
	  
	  
	  ..............	  ....................................................	  
PRINT	  name	  
	  
	  
.................................................................	  
Date	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Faculty	  of	  Education	  and	  Social	  
Work	  	  
	   	  	  ABN	  15	  211	  513	  464	   	  
	   David	  Evans	  	  PhD	  
Associate	  Professor	  of	  Special	  Education	  	  
Room	  707	  
Education	  Building	  |	  A35	  
The	  University	  of	  Sydney	  	  
NSW	  2006	  AUSTRALIA	  
Telephone:	  	  	  +61	  2	  9351	  8463	  
Facsimile:	   	  +61	  2	  9351	  2606	  
Email:david.evans@sydney.edu.au	  
Web:	  http://www.sydney.edu.au/	  
	  
Hearing	  Voices:	  Children’s	  Experiences	  of	  Inclusion	  	  
	  
PARENT/CARER	  CONSENT	  FORM	  
	  
	  
I,	  ...................................................................................	  ,	  consent	  to	  my	  child	  
	   [PRINT	  PARENT’S/CARER’s	  NAME]	  
	  
...................................................................................	  participating	  in	  this	  research	  study.	  
	   [PRINT	  CHILD’S	  NAME]	  
	  
In	  giving	  my	  consent	  I	  state	  that:	  
	  
ü  I	  understand	  the	  purpose	  of	  the	  study,	  what	  my	  child	  will	  be	  asked	  to	  do,	  and	  any	  risks/benefits	  involved.	  	  
	  
ü  I	  have	  read	  the	  Information	  Statement	  and	  have	  been	  able	  to	  discuss	  my	  child’s	  involvement	  in	  the	  study	  
with	  the	  researchers	  if	  I	  wished	  to	  do	  so.	  	  
	  
ü  The	   researchers	   have	   answered	   any	   questions	   that	   I	   had	   about	   the	   study	   and	   I	   am	   happy	   with	   the	  
answers.	  
	  
ü  I	  understand	  that	  being	  in	  this	  study	  is	  completely	  voluntary	  and	  my	  child	  does	  not	  have	  to	  take	  part.	  My	  
decision	  whether	  to	  let	  them	  take	  part	  in	  the	  study	  will	  not	  affect	  our	  relationship	  with	  the	  researchers	  or	  
anyone	   else	   at	   the	   University	   of	   Sydney	   and	   will	   not	   affect	   my	   relationship	   with	   my	   school,	   or	   the	  
Yogyakarta	  City	  Department	  of	  Education	  now	  or	  in	  the	  future.	  
	  
ü  I	  understand	  that	  my	  child	  can	  withdraw	  from	  the	  study	  at	  any	  time.	  
	  
ü  I	  understand	  that	  my	  child	  may	  stop	  the	  interview	  at	  any	  time	  if	  they	  do	  not	  wish	  to	  continue,	  and	  that	  
unless	   I	   indicate	  otherwise	  any	  recordings	  will	   then	  be	  erased	  and	  the	   information	  provided	  will	  not	  be	  
included	  in	  the	  study.	  I	  also	  understand	  that	  my	  child	  may	  refuse	  to	  answer	  any	  questions	  they	  don’t	  wish	  
to	  answer.	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ü  I	  understand	  that	  my	  child	  may	  leave	  the	  focus	  group	  at	  any	  time	  if	  they	  do	  not	  wish	  to	  continue.	  I	  also	  
understand	  that	  it	  will	  not	  be	  possible	  to	  withdraw	  their	  comments	  once	  the	  group	  has	  started	  as	  it	  is	  a	  
group	  discussion.	  
	  
ü  I	  understand	  that	  personal	  information	  about	  my	  child	  that	  is	  collected	  over	  the	  course	  of	  this	  project	  will	  
be	  stored	  securely	  and	  will	  only	  be	  used	  for	  purposes	  that	  I	  have	  agreed	  to.	  I	  understand	  that	  information	  
about	  my	  child	  will	  only	  be	  told	  to	  others	  with	  my	  permission,	  except	  as	  required	  by	  law.	  
	  
ü  I	  understand	  that	  the	  results	  of	  this	  study	  may	  be	  published,	  and	  that	  publications	  will	  not	  contain	  my	  
child’s	  name	  or	  any	  identifiable	  information	  about	  my	  child.	  
	  
	   	  
I	  consent	  to:	  	  
	  
Audio-­‐recording	  of	  my	  child	   	   	   YES	   	   o	   NO	   o	  
	  
Photos	  of	  my	  child	  taken	   	   	   YES	  	  	  	  	  	   o	   NO	   o	  
	  
My	  child’s	  face	  being	  visible	  in	  photographs	  presented	  in	  any	  publications	  	   	   	  
	   	   	   	   YES	  	  	  	  	  	   o	   	   NO	   o	  
	  
	  
Would	  you	  like	  to	  receive	  feedback	  about	  the	  overall	  results	  of	  this	  study?	  	  
	   	   	   	  YES	  	  	  	  	  	  o	   	  	  	  	  	  	  	  	  	  	  NO	   o	  
If	  you	  answered	  YES,	  please	  indicate	  your	  preferred	  form	  of	  feedback	  and	  address:	  
	  
o	  Postal:	  	   _______________________________________________________	  
	  
_______________________________________________________	  
	  
o	  Email:	   _______________________________________________________	  
	  
	  
Parent’s/carer’s	  signature:	  
	  
	  
................................................................	  
Signature	  	  
	  
	  
	  ..............	  ....................................................	  
PRINT	  name	  
	  
	  
.................................................................	  
Date	  
 314 
	   	  
Faculty	  of	  Education	  and	  Social	  
Work	  	  
	   	  	  ABN	  15	  211	  513	  464	   	  
	   David	  Evans	  	  PhD	  
Associate	  Professor	  of	  Special	  Education	  	  
Room	  707	  
Education	  Building	  |	  A35	  
The	  University	  of	  Sydney	  	  
NSW	  2006	  AUSTRALIA	  
Telephone:	  	  	  +61	  2	  9351	  8463	  
Facsimile:	   	  +61	  2	  9351	  2606	  
Email:david.evans@sydney.edu.au	  
Web:	  http://www.sydney.edu.au/	  
	  
	  
Hearing	  Voices:	  Children’s	  Experiences	  of	  Inclusion	  	  
	  
PARTICIPANT	  CONSENT	  FORM	  
	  
Parent	  
	  
	  
	  
I,	  ...................................................................................	  ,	  agree	  to	  take	  part	  in	  this	  research	  study.	  
	   [PRINT	  NAME]	  
	  
In	  giving	  my	  consent	  I	  state	  that:	  
	  
ü  I	  understand	  the	  purpose	  of	  the	  study,	  what	  I	  will	  be	  asked	  to	  do,	  and	  any	  risks/benefits	  involved.	  	  
	  
ü  I	  have	  read	  the	  Participant	  Information	  Statement	  and	  have	  been	  able	  to	  discuss	  my	  involvement	  in	  the	  
study	  with	  the	  researchers	  if	  I	  wished	  to	  do	  so.	  	  
	  
ü  The	   researchers	   have	   answered	   any	   questions	   that	   I	   had	   about	   the	   study	   and	   I	   am	   happy	   with	   the	  
answers.	  
	  
ü  I	  understand	  that	  being	  in	  this	  study	  is	  completely	  voluntary	  and	  I	  do	  not	  have	  to	  take	  part.	  My	  decision	  
whether	   to	   be	   in	   the	   study	  will	   not	   affect	  my	   relationship	  with	   the	   researchers	   or	   anyone	   else	   at	   the	  
University	   of	   Sydney	   and	   will	   not	   affect	   my	   relationship	   with	   my	   school,	   or	   the	   Yogyakarta	   City	  
Department	  of	  Education	  now	  or	  in	  the	  future.	  
	  
ü  I	  understand	  that	  I	  can	  withdraw	  from	  the	  study	  at	  any	  time.	  
	  
ü  I	   understand	   that	   I	  may	   stop	   the	   interview	   at	   any	   time	   if	   I	   do	   not	  wish	   to	   continue,	   and	   that	   unless	   I	  
indicate	  otherwise	  any	  recordings	  will	  then	  be	  erased	  and	  the	  information	  provided	  will	  not	  be	  included	  in	  
the	  study.	  I	  also	  understand	  that	  I	  may	  refuse	  to	  answer	  any	  questions	  I	  don’t	  wish	  to	  answer.	  
	  
ü  I	  understand	  that	  personal	  information	  about	  me	  that	  is	  collected	  over	  the	  course	  of	  this	  project	  will	  be	  
stored	  securely	  and	  will	  only	  be	  used	  for	  purposes	  that	  I	  have	  agreed	  to.	  I	  understand	  that	  information	  
about	  me	  will	  only	  be	  told	  to	  others	  with	  my	  permission,	  except	  as	  required	  by	  law.	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ü  I	  understand	  that	  the	  results	  of	  this	  study	  may	  be	  published,	  and	  that	  publications	  will	  not	  contain	  my	  
name	  or	  any	  identifiable	  information	  about	  me.	  
	  
I	  consent	  to:	  	  
• Audio-­‐recording	   	   	   YES	   o	   NO	   o	  
	  
Would	  you	  like	  to	  receive	  feedback	  about	  the	  overall	  results	  of	  this	  study?	  	  
	   	   	   	   YES	   o	   NO	   o	  
If	  you	  answered	  YES,	  please	  indicate	  your	  preferred	  form	  of	  feedback	  and	  address:	  
	  
o	  Postal:	  	   _______________________________________________________	  
	  
_______________________________________________________	  
	  
o	  Email:	   _______________________________________________________	  
	  
	  
	  
	  
	  
	  
.................................................................	  
Signature	  	  
	  
	  
	  
	  ..............	  ....................................................	  
PRINT	  name	  
	  
	  
.................................................................	  
Date	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Faculty	  of	  Education	  and	  Social	  
Work	  	  
	   	  ABN	  15	  211	  513	  464	   	  
	   David	  Evans	  	  PhD	  
Associate	  Professor	  of	  Special	  Education	  	  
Room	  707	  
Education	  Building	  |	  A35	  
The	  University	  of	  Sydney	  	  
NSW	  2006	  AUSTRALIA	  
Telephone:	  	  	  +61	  2	  9351	  8463	  
Facsimile:	   	  +61	  2	  9351	  2606	  
Email:david.evans@sydney.edu.au	  
Web:	  http://www.sydney.edu.au/	  
	  
Hearing	  Voices:	  An	  Art-­‐based	  Participatory	  Study	  on	  Children’s	  Experiences	  of	  Inclusion	  in	  Primary	  Schools	  in	  
Indonesia	  
	  
Child	  Consent	  
	  
If	  you	  are	  happy	  to	  be	  in	  the	  study,	  please	  
• write	  your	  name	  in	  the	  space	  below	  
• sign	  your	  name	  at	  the	  bottom	  of	  the	  next	  page	  
• put	  the	  date	  at	  the	  bottom	  of	  the	  next	  page.	  
	  
You	  should	  only	  say	  ‘yes’	  to	  being	  in	  the	  study	  if	  you	  know	  what	  it	  is	  about	  and	  you	  want	  to	  be	  in	  it.	  If	  you	  don’t	  
want	  to	  be	  in	  the	  study,	  don’t	  sign	  the	  form.	  	  
	  
I,	  ...........................................................................................[PRINT	  NAME],	  am	  happy	  to	  be	  in	  this	  research.	  
	  
In	  saying	  yes	  to	  being	  in	  the	  study,	  I	  am	  saying	  that:	  
	  
ü I	  know	  what	  the	  study	  is	  about.	  
	  
ü I	  know	  what	  I	  will	  be	  asked	  to	  do.	  
	  
ü Someone	  has	  talked	  to	  me	  about	  the	  study.	  
	  
ü My	  questions	  have	  been	  answered.	  
	  
ü I	  know	  that	  I	  don’t	  have	  to	  be	  in	  the	  study	  if	  I	  don’t	  want	  to.	  	  
	  
ü I	  know	  that	  I	  can	  pull	  out	  of	  the	  study	  at	  any	  time	  if	  I	  don’t	  want	  to	  do	  it	  anymore.	  
	  
ü I	  know	  that	  I	  don’t	  have	  to	  answer	  any	  questions	  that	  I	  don’t	  want	  to	  answer.	  	  
	  
ü I	  know	  that	  the	  researchers	  won’t	  tell	  anyone	  what	  I	  say	  when	  we	  talk	  to	  each	  other,	  unless	  I	  talk	  about	  
being	  hurt	  by	  someone	  or	  hurting	  myself	  or	  someone	  else.	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Now	  we	  are	  going	  to	  ask	  you	  if	  you	  are	  happy	  to	  do	  a	  few	  other	  things	  in	  the	  study.	  Please	  circle	  ‘Yes’	  or	  ‘No’	  to	  
tell	  us	  what	  you	  would	  like.	  	  
	  
Are	  you	  happy	  for	  us	  to	  tape	  record	  your	  voice?	   	   Yes	   	   No	  
	  
Do	  you	  want	  us	  to	  tell	  you	  what	  we	  learnt	  in	  the	  study?	  	  	  	   Yes	   	   No	  
	  
Is	  it	  ok	  if	  people	  can	  see	  your	  face	  in	  the	  photos?	  	   Yes	   	   No	  
	  
	  
	  
	  
……….....................................................	  
Signature	  (or	  child	  friendly	  stickers,	  stamps)	  
	  
	  
	  
.............................................................	  
Date	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Faculty	  of	  Education	  and	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Work	  	  
	   	  	  ABN	  15	  211	  513	  464	   	  
	   David	  Evans	  	  PhD	  
Associate	  Professor	  of	  Special	  Education	  	  
Room	  707	  
Education	  Building	  |	  A35	  
The	  University	  of	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  2006	  AUSTRALIA	  
Telephone:	  	  	  +61	  2	  9351	  8463	  
Facsimile:	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  9351	  2606	  
Email:david.evans@sydney.edu.au	  
Web:	  http://www.sydney.edu.au/	  
	  
	  
Mendengarkan	  Suara	  Anak:	  Pengalaman	  Siswa	  tentang	  Pendidikan	  Inklusif	  
	  
LEMBAR	  PERSETUJUAN	  PARTISIPAN-­‐Keseluruhan	  
	  
Kepala	  Sekolah	  	  
	  
	  
Saya,	  ...................................................................................	  ,	  setuju	  sekolah	  saya	  berpartisipasi	  dalam	  penelitian	  ini.	  
	  
Dengan	  memberikan	  persetujuan,	  saya	  	  menyatakan	  bahwa:	  
	  
ü  Saya	   memahami	   tujuan	   penelitian,	   sejauh	   mana	   keterlibatan	   yang	   diharapkan	   dari	   para	   peserta	   dari	  
sekolah	  saya	  dan	  resiko	  maupun	  manfaat	  yang	  akan	  didapat	  oleh	  sekolah.	  
	  	  
ü  Saya	  telah	  membaca	  Lembar	  Informasi	  Partisipan	  dan	  telah	  berdiskusi	  tentang	  sejauh	  mana	  keterlibatan	  
sekolah	  saya	  dalam	  penelitian	  ini	  dengan	  peneliti.	  	  
	  
ü  Peneliti	  telah	  menjawab	  pertanyaan	  dari	  saya	  dan	  saya	  puas	  dengan	  jawaban	  yang	  diberikan.	  
	  
ü  Saya	  memahami	  bahwa	  keikutsertaan	  sekolah	  saya	  dalam	  penelitian	  ini	  sifatnya	  sukarela	  dan	  bahwa	  tidak	  
wajib	   bagi	   kami	   untuk	   berpartisipasi.	   Keputusan	   saya	   untuk	   berpartisipasi	   tidak	   akan	   mempengaruhi	  
hubungan	   sekolah	   dengan	   Dinas	   Pendidikan	   Kota	   Yogyakarta,	   peneliti	   atau	   siapa	   pun	   di	   University	   of	  
Sydney,	  baik	  saat	  ini	  maupun	  dikemudian	  hari.	  
	  
ü  Saya	  memahami	  bahwa	  sekolah	  saya	  boleh	  mengundurkan	  diri	  dari	  penelitian	  ini	  setiap	  saat.	  
	  
ü  Saya	   memahami	   bahwa	   penelitian	   ini	   terdiri	   dari	   dua	   kegiatan.	   Kegiatan	   pertama	   mengeksplorasi	  
pengalaman	  anak	  di	  sekolah	  melalui	  foto	  dan	  gambar;	  kegiatan	  kedua	  adalah	  wawancara	  yang	  melibatkan	  
Kepala	  Sekolah,	  Guru	  Kelas,	  Guru	  Pendamping	  Khusus	  dan	  orangtua.	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ü  Saya	   memahami	   bahwa	   peserta	   bisa	   menghentikan	   wawancara	   bila	   mereka	   tidak	   berkenan	   untuk	  
melanjutkannya,	  untuk	  itu	  rekaman	  akan	  dihapus	  dan	  tidak	  akan	  digunakan	  dalam	  hasil	  penelitian,	  kecuali	  
bila	  peserta	  ybs	  mengijinkan	  untuk	  digunakan.	  Saya	  juga	  paham	  bahwa	  peserta	  bisa	  menolak	  menjawab	  
pertanyaan	  yang	  tidak	  ingin	  mereka	  jawab.	  
	  	  
ü  Saya	  memahami	  bahwa	  informasi	  tentang	  sekolah	  dan	  tentang	  peserta	  yang	  dikumpullkan	  selama	  
penelitian	  akan	  disimpan	  secara	  aman	  dan	  hanya	  akan	  digunakan	  untuk	  tujuan	  penelitian	  atas	  
persetujuan	  dari	  saya	  atau	  dari	  peserta.	  Saya	  memahami	  bahwa	  informasi	  tentang	  sekolah	  hanya	  bisa	  
dibagikan	  kepada	  pihak	  lain	  atas	  ijin	  dari	  saya,	  kecuali	  	  disyaratkan	  oleh	  hukum.	  	  
	  
ü  Saya	  memahami	  bahwa	  hasil	  dari	  penelitian	  ini	  mungkin	  akan	  dipublikasikan	  dan	  publikasi	  tersebut	  tidak	  
akan	  menyebut	  nama	  sekolah	  atau	  identitas	  yang	  lainnya.	  	  
	   	  	  
Saya	  memberi	  persetujuan	  bagi	  sekolah	  saya	  untuk:	  
	  
-­‐ Kegiatan	  1:	  Fotografi	  dan	  Menggambar	  dengan	  siswa	  	  	   	   YA	   o	   TIDAK	   o	  
-­‐ Kegiatan	   2:	   Wawancara	   dengan	   Kepala	   Sekolah,	   Guru	   Kelas,	   Guru	   Pendamping	   Khusus	   dan	  
orangtua	  	   	   	   	   	   YA	   o	   TIDAK	   o	  
	   	   	   	  
	   	  
	  
	   Apakah	  anda	  ingin	  mendapat	  laporan	  hasil	  penelitian?	  	   	   	   YA	   o	   TIDAK	   o	  
Jika	  anda	  menjawab	  YA,	  mohon	  beri	  alamat	  untuk	  pengiriman	  hasil:	  
	  
o	  Pos:	  	   _______________________________________________________	  
	  
_______________________________________________________	  
	  
o	  Email:	   _______________________________________________________	  
	  
	  
	  
	  
	  
	  
................................................................	  
Tandatangan	  
	  
	  
	  
	  ..............	  ....................................................	  
Nama	  
	  
	  
.................................................................	  
Tanggal	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Faculty	  of	  Education	  and	  Social	  
Work	  	  
	   	  	  ABN	  15	  211	  513	  464	   	  
	   David	  Evans	  	  PhD	  
Associate	  Professor	  of	  Special	  Education	  	  
Room	  707	  
Education	  Building	  |	  A35	  
The	  University	  of	  Sydney	  	  
NSW	  2006	  AUSTRALIA	  
Telephone:	  	  	  +61	  2	  9351	  8463	  
Facsimile:	   	  +61	  2	  9351	  2606	  
Email:david.evans@sydney.edu.au	  
Web:	  http://www.sydney.edu.au/	  
	  
	  
Mendengarkan	  Suara	  Anak:	  Pengalaman	  Siswa	  tentang	  Pendidikan	  Inklusif	  
	  
LEMBAR	  PERSETUJUAN	  PARTISIPAN	  
	  
Kepala	  Sekolah	  (Wawancara)	  
	  
	  
	  
Saya,	  ...................................................................................	  ,	  setuju	  untuk	  berpartisipasi	  dalam	  penelitian	  ini.	  	  
	  
Dengan	  memberikan	  persetujuan,	  saya	  	  menyatakan	  bahwa:	  
	  
ü  Saya	   memahami	   tujuan	   penelitian,	   sejauh	  mana	   keterlibatan	   yang	   diharapkan	   dari	   saya	   dan	   resiko	  
maupun	  manfaat	  yang	  akan	  saya	  peroleh.	  
	  	  
ü  Saya	  telah	  membaca	  Lembar	  Informasi	  Partisipan	  dan	  telah	  berdiskusi	  tentang	  keterlibatan	  saya	  dalam	  
penelitian	  ini	  dengan	  peneliti.	  	  
	  
ü  Peneliti	  telah	  menjawab	  pertanyaan	  dari	  saya	  dan	  saya	  puas	  dengan	  jawaban	  yang	  diberikan.	  
	  
ü  Saya	  memahami	   bahwa	   keikutsertaan	   dalam	   penelitian	   ini	   sifatnya	   sukarela	   dan	   bahwa	   tidak	  wajib	  
bagi	   saya	   untuk	   berpartisipasi.	   Keputusan	   saya	   untuk	   berpartisipasi	   tidak	   akan	   mempengaruhi	  
hubungan	   saya	   dengan	   sekolah,	   Dinas	   Pendidikan	   Kota	   Yogyakarta,	   peneliti	   atau	   siapa	   pun	   di	  
University	  of	  Sydney,	  baik	  saat	  ini	  maupun	  dikemudian	  hari.	  
	  
ü  Saya	  memahami	  bahwa	  saya	  boleh	  mengundurkan	  diri	  dari	  penelitian	  ini	  setiap	  saat.	  
	  
	  
ü  Saya	   memahami	   bahwa	   saya	   bisa	   menghentikan	   wawancara	   bila	   saya	   tidak	   berkenan	   untuk	  
melanjutkannya,	   untuk	   itu	   rekaman	   akan	   dihapus	   dan	   tidak	   akan	   digunakan	   dalam	   hasil	   penelitian,	  
kecuali	  bila	  saya	  mengijinkan	  untuk	  digunakan.	  Saya	  juga	  paham	  bahwa	  saya	  bisa	  menolak	  menjawab	  
pertanyaan	  yang	  tidak	  ingin	  saya	  jawab.	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ü  Saya	  memahami	  bahwa	  informasi	  personal	  tentang	  saya	  yang	  dikumpulkan	  selama	  penelitian	  akan	  
disimpan	  secara	  aman	  dan	  hanya	  akan	  digunakan	  untuk	  tujuan	  atas	  persetujuan	  dari	  saya.	  Saya	  
memahami	  bahwa	  informasi	  tentang	  saya	  hanya	  bisa	  dibagikan	  kepada	  pihak	  lain	  atas	  ijin	  dari	  saya,	  
kecuali	  	  disyaratkan	  oleh	  hukum.	  	  
	  
ü  Saya	  memahami	   bahwa	   hasil	   dari	   penelitian	   ini	  mungkin	   akan	   dipublikasikan	   dan	   publikasi	   tersebut	  
tidak	  akan	  menyebut	  nama	  saya	  atau	  identitas	  saya	  yang	  lainnya.	  	  
	   	  	  
Saya	  memberi	  persetujuan	  untuk	  
Wawancara	  direkam	  	  	  	   	   	   	   YA	   o	   TIDAK	   o	  
	  
	  
	   Apakah	  anda	  ingin	  mendapat	  laporan	  dari	  hasil	  penelitian?	  	   	   	   YA	   o	   TIDAK	   o	  
Jika	  anda	  menjawab	  YA,	  mohon	  beri	  alamat	  untuk	  pengiriman	  hasil:	  
	  
o	  Pos:	  	   _______________________________________________________	  
	  
_______________________________________________________	  
	  
o	  Email:	   _______________________________________________________	  
	  
	  
	  
	  
	  
	  
................................................................	  
Tandatangan	  
	  
	  
	  
	  ..............	  ....................................................	  
Nama	  
	  
	  
.................................................................	  
Tanggal	  
	  
	  
 322 
	   	  
Faculty	  of	  Education	  and	  Social	  
Work	  	  
	   	  	  ABN	  15	  211	  513	  464	   	  
	   David	  Evans	  	  PhD	  
Associate	  Professor	  of	  Special	  Education	  	  
Room	  707	  
Education	  Building	  |	  A35	  
The	  University	  of	  Sydney	  	  
NSW	  2006	  AUSTRALIA	  
Telephone:	  	  	  +61	  2	  9351	  8463	  
Facsimile:	   	  +61	  2	  9351	  2606	  
Email:david.evans@sydney.edu.au	  
Web:	  http://www.sydney.edu.au/	  
	  
	  
Mendengarkan	  Suara	  Anak:	  Pengalaman	  Siswa	  tentang	  Pendidikan	  Inklusif	  
	  
LEMBAR	  PERSETUJUAN	  PARTISIPAN	  
	  
Guru	  Pendamping	  Khusus	  (Wawancara)	  
	  
	  
	  
Saya,	  ...................................................................................	  ,	  setuju	  untuk	  berpartisipasi	  dalam	  penelitian	  ini.	  	  
	  
Dengan	  memberikan	  persetujuan,	  saya	  	  menyatakan	  bahwa:	  
	  
ü  Saya	   memahami	   tujuan	   penelitian,	   sejauh	  mana	   keterlibatan	   yang	   diharapkan	   dari	   saya	   dan	   resiko	  
maupun	  manfaat	  yang	  akan	  saya	  peroleh.	  
	  	  
ü  Saya	  telah	  membaca	  Lembar	  Informasi	  Partisipan	  dan	  telah	  berdiskusi	  tentang	  keterlibatan	  saya	  dalam	  
penelitian	  ini	  dengan	  peneliti.	  	  
	  
ü  Peneliti	  telah	  menjawab	  pertanyaan	  dari	  saya	  dan	  saya	  puas	  dengan	  jawaban	  yang	  diberikan.	  
	  
ü  Saya	  memahami	   bahwa	   keikutsertaan	   dalam	   penelitian	   ini	   sifatnya	   sukarela	   dan	   bahwa	   tidak	  wajib	  
bagi	   saya	   untuk	   berpartisipasi.	   Keputusan	   saya	   untuk	   berpartisipasi	   tidak	   akan	   mempengaruhi	  
hubungan	   saya	   dengan	   sekolah,	   Dinas	   Pendidikan	   Kota	   Yogyakarta,	   peneliti	   atau	   siapa	   pun	   di	  
University	  of	  Sydney,	  baik	  saat	  ini	  maupun	  dikemudian	  hari.	  
	  
ü  Saya	  memahami	  bahwa	  saya	  boleh	  mengundurkan	  diri	  dari	  penelitian	  ini	  setiap	  saat.	  
	  	  
ü  Saya	   memahami	   bahwa	   saya	   bisa	   menghentikan	   wawancara	   bila	   saya	   tidak	   berkenan	   untuk	  
melanjutkannya,	   untuk	   itu	   rekaman	   akan	   dihapus	   dan	   tidak	   akan	   digunakan	   dalam	   hasil	   penelitian,	  
kecuali	  bila	  saya	  mengijinkan	  untuk	  digunakan.	  Saya	  juga	  paham	  bahwa	  saya	  bisa	  menolak	  menjawab	  
pertanyaan	  yang	  tidak	  ingin	  saya	  jawab.	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ü  Saya	  memahami	  bahwa	  informasi	  personal	  tentang	  saya	  yang	  dikumpulkan	  selama	  penelitian	  akan	  
disimpan	  secara	  aman	  dan	  hanya	  akan	  digunakan	  untuk	  tujuan	  atas	  persetujuan	  dari	  saya.	  Saya	  
memahami	  bahwa	  informasi	  tentang	  saya	  hanya	  bisa	  dibagikan	  kepada	  pihak	  lain	  atas	  ijin	  dari	  saya,	  
kecuali	  	  disyaratkan	  oleh	  hukum.	  	  
	  
ü  Saya	  memahami	   bahwa	   hasil	   dari	   penelitian	   ini	  mungkin	   akan	   dipublikasikan	   dan	   publikasi	   tersebut	  
tidak	  akan	  menyebut	  nama	  saya	  atau	  identitas	  saya	  yang	  lainnya.	  	  
	   	  	  
Saya	  memberi	  persetujuan	  untuk	  
Wawancara	  direkam	  	  	  	   	   	   	   YA	   o	   TIDAK	   o	  
	  
	  
	  
	   Apakah	  anda	  ingin	  mendapat	  laporan	  dari	  hasil	  penelitian?	  	   	   	   YA	   o	   TIDAK	   o	  
Jika	  anda	  menjawab	  YA,	  mohon	  beri	  alamat	  untuk	  pengiriman	  hasil:	  
	  
o	  Pos:	  	   _______________________________________________________	  
	  
_______________________________________________________	  
	  
o	  Email:	   _______________________________________________________	  
	  
	  
	  
	  
	  
	  
................................................................	  
Tandatangan	  
	  
	  
	  
	  ..............	  ....................................................	  
Nama	  
	  
	  
.................................................................	  
Tanggal	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Faculty	  of	  Education	  and	  Social	  
Work	  	  
	   	  	  ABN	  15	  211	  513	  464	   	  
	   David	  Evans	  	  PhD	  
Associate	  Professor	  of	  Special	  Education	  	  
Room	  707	  
Education	  Building	  |	  A35	  
The	  University	  of	  Sydney	  	  
NSW	  2006	  AUSTRALIA	  
Telephone:	  	  	  +61	  2	  9351	  8463	  
Facsimile:	   	  +61	  2	  9351	  2606	  
Email:david.evans@sydney.edu.au	  
Web:	  http://www.sydney.edu.au/	  
	  
	  
Mendengarkan	  Suara	  Anak:	  Pengalaman	  Siswa	  tentang	  Pendidikan	  Inklusif	  
	  
LEMBAR	  PERSETUJUAN	  PARTISIPAN	  
	  
Guru	  Kelas	  (Wawancara)	  
	  
	  
	  
Saya,	  ...................................................................................	  ,	  setuju	  untuk	  berpartisipasi	  dalam	  penelitian	  ini.	  	  
	  
Dengan	  memberikan	  persetujuan,	  saya	  	  menyatakan	  bahwa:	  
	  
ü  Saya	   memahami	   tujuan	   penelitian,	   sejauh	  mana	   keterlibatan	   yang	   diharapkan	   dari	   saya	   dan	   resiko	  
maupun	  manfaat	  yang	  akan	  saya	  peroleh.	  
	  	  
ü  Saya	  telah	  membaca	  Lembar	  Informasi	  Partisipan	  dan	  telah	  berdiskusi	  tentang	  keterlibatan	  saya	  dalam	  
penelitian	  ini	  dengan	  peneliti.	  	  
	  
ü  Peneliti	  telah	  menjawab	  pertanyaan	  dari	  saya	  dan	  saya	  puas	  dengan	  jawaban	  yang	  diberikan.	  
	  
ü  Saya	  memahami	   bahwa	   keikutsertaan	   dalam	   penelitian	   ini	   sifatnya	   sukarela	   dan	   bahwa	   tidak	  wajib	  
bagi	  saya	  untuk	  berpartisipasi.	  Keputusan	  saya	  untuk	  berpartisipasi	  atau	  menolak	  berpartisipasi	  tidak	  
akan	  mempengaruhi	  hubungan	  saya	  dengan	  sekolah,	  Dinas	  Pendidikan	  Kota	  Yogyakarta,	  peneliti	  atau	  
siapa	  pun	  di	  University	  of	  Sydney,	  baik	  saat	  ini	  maupun	  dikemudian	  hari.	  
	  
ü  Saya	  memahami	  bahwa	  saya	  boleh	  mengundurkan	  diri	  dari	  penelitian	  ini	  setiap	  saat.	  
	  	  
ü  Saya	   memahami	   bahwa	   saya	   bisa	   menghentikan	   wawancara	   bila	   saya	   tidak	   berkenan	   untuk	  
melanjutkannya,	   untuk	   itu	   rekaman	   akan	   dihapus	   dan	   tidak	   akan	   digunakan	   dalam	   hasil	   penelitian,	  
kecuali	  bila	  saya	  mengijinkan	  untuk	  digunakan.	  Saya	  juga	  paham	  bahwa	  saya	  bisa	  menolak	  menjawab	  
pertanyaan	  yang	  tidak	  ingin	  saya	  jawab.	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ü  Saya	  memahami	  bahwa	  informasi	  personal	  tentang	  saya	  yang	  dikumpulkan	  selama	  penelitian	  akan	  
disimpan	  secara	  aman	  dan	  hanya	  akan	  digunakan	  untuk	  tujuan	  atas	  persetujuan	  dari	  saya.	  Saya	  
memahami	  bahwa	  informasi	  tentang	  saya	  hanya	  bisa	  dibagikan	  kepada	  pihak	  lain	  atas	  ijin	  dari	  saya,	  
kecuali	  	  disyaratkan	  oleh	  hukum.	  	  
	  
ü  Saya	  memahami	   bahwa	   hasil	   dari	   penelitian	   ini	  mungkin	   akan	   dipublikasikan	   dan	   publikasi	   tersebut	  
tidak	  akan	  menyebut	  nama	  saya	  atau	  identitas	  saya	  yang	  lainnya.	  	  
	   	  	  
Saya	  memberi	  persetujuan	  untuk	  
Wawancara	  direkam	  	  	  	   	   	   	   YA	   o	   TIDAK	   o	  
	  
	   	  
	   Apakah	  anda	  ingin	  mendapat	  laporan	  dari	  hasil	  penelitian?	  	   	   	   YA	   o	   TIDAK	   o	  
Jika	  anda	  menjawab	  YA,	  mohon	  beri	  alamat	  untuk	  pengiriman	  hasil:	  
	  
o	  Pos:	  	   _______________________________________________________	  
	  
_______________________________________________________	  
	  
o	  Email:	   _______________________________________________________	  
	  
	  
	  
	  
	  
	  
................................................................	  
Tandatangan	  
	  
	  
	  
	  ..............	  ....................................................	  
Nama	  
	  
	  
.................................................................	  
Tanggal	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Faculty	  of	  Education	  and	  Social	  
Work	  	  
	   	  	  ABN	  15	  211	  513	  464	   	  
	   David	  Evans	  	  PhD	  
Associate	  Professor	  of	  Special	  Education	  	  
Room	  707	  
Education	  Building	  |	  A35	  
The	  University	  of	  Sydney	  	  
NSW	  2006	  AUSTRALIA	  
Telephone:	  	  	  +61	  2	  9351	  8463	  
Facsimile:	   	  +61	  2	  9351	  2606	  
Email:david.evans@sydney.edu.au	  
Web:	  http://www.sydney.edu.au/	  
	  
Mendengarkan	  Suara	  Anak:	  Pengalaman	  Siswa	  tentang	  Pendidikan	  Inklusif	  
	  
LEMBAR	  PERSETUJUAN	  ORANGTUA/WALI	  
	  
	  
Saya,	  ...................................................................................	  ,	  menyetujui	  anak	  saya	  
	   [Nama	  Orangtua/Wali]	  
	  
...................................................................................	  untuk	  berpartisipasi	  dalam	  penelitian	  ini.	  
	   [Nama	  Anak]	  
	  
Dengan	  memberikan	  persetujuan,	  saya	  	  menyatakan	  bahwa:	  
	  
ü  Saya	   memahami	   tujuan	   penelitian,	   sejauh	   mana	   keterlibatan	   yang	   diharapkan	   dari	   anak	   saya	   dan	  
resiko	  maupun	  manfaat	  yang	  akan	  ditimbulkan.	  
	  	  
ü  Saya	   telah	   membaca	   Lembar	   Informasi	   Partisipan	   dan	   telah	   berdiskusi	   tentang	   sejauh	   mana	  
keterlibatan	  anak	  saya	  dalam	  penelitian	  ini	  dengan	  peneliti.	  	  
	  
ü  Peneliti	  telah	  menjawab	  pertanyaan	  dari	  saya	  dan	  saya	  puas	  dengan	  jawaban	  yang	  diberikan.	  
	  
ü  Saya	   memahami	   bahwa	   keikutsertaan	   anak	   saya	   dalam	   penelitian	   ini	   sifatnya	   sukarela	   dan	   bahwa	  
tidak	  wajib	  bagi	  anak	  untuk	  berpartisipasi.	  Keputusan	  saya	  untuk	  mengijinkan	  anak	  saya	  berpartisipasi	  
tidak	  akan	  mempengaruhi	  hubungan	  saya	  dengan	  sekolah,	  Dinas	  Pendidikan	  Kota	  Yogyakarta,	  peneliti	  
atau	  siapa	  pun	  di	  University	  of	  Sydney,	  baik	  saat	  ini	  maupun	  dikemudian	  hari.	  
	  
ü  Saya	  memahami	  bahwa	  anak	  saya	  boleh	  mengundurkan	  diri	  dari	  penelitian	  ini	  setiap	  saat.	  
	  
ü  Saya	   memahami	   bahwa	   anak	   saya	   bisa	   menghentikan	   wawancara	   bila	   ia	   tidak	   berkenan	   untuk	  
melanjutkannya,	   untuk	   itu	   rekaman	   akan	   dihapus	   dan	   tidak	   akan	   digunakan	   dalam	   hasil	   penelitian,	  
kecuali	  bila	  anak	  saya	  mengijinkan	  untuk	  digunakan.	  Saya	  juga	  paham	  bahwa	  anak	  saya	  bisa	  menolak	  
menjawab	  pertanyaan	  yang	  tidak	  ingin	  ia	  jawab.	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ü  Saya	  memahami	  bahwa	  anak	  saya	  bisa	  meninggalkan	  diskusi	  kelompok	  setiap	  saat	   jika	   ia	   tidak	   ingin	  
melanjutkan.	   Saya	   juga	  memahami	   bahwa	   tidak	  mungkin	  menghapus	   rekaman	   komentar	   anak	   saya	  
dalam	  diskusi	  kelompok.	  	  
	  
ü  Saya	  memahami	  bahwa	  informasi	  tentang	  anak	  saya	  yang	  dikumpullkan	  selama	  penelitian	  akan	  
disimpan	  secara	  aman	  dan	  hanya	  akan	  digunakan	  untuk	  tujuan	  penelitian	  atas	  persetujuan	  dari	  saya.	  
Saya	  memahami	  bahwa	  informasi	  tentang	  anak	  saya	  hanya	  bisa	  dibagikan	  kepada	  pihak	  lain	  atas	  ijin	  
dari	  saya,	  kecuali	  	  disyaratkan	  oleh	  hukum.	  	  
	  
ü  Saya	  memahami	   bahwa	   hasil	   dari	   penelitian	   ini	  mungkin	   akan	   dipublikasikan	   dan	   publikasi	   tersebut	  
tidak	  akan	  menyebut	  nama	  anak	  saya	  atau	  identitas	  yang	  lainnya.	  	  
	   	   	   	  
Saya	  memberi	  persetujuan	  bagi	  anak	  saya	  untuk:	  
	  
-­‐ Direkam	  dengan	  tape	  recorder	   	   	   	   YA	   o	   TIDAK	   o	  
	  
-­‐ Difoto	  selama	  kegiatan	  penelitian	   	   	   	   YA	   o	   TIDAK	   o	  
	  
-­‐ Wajahnya	  muncul	  di	  foto-­‐foto	  dalam	  publikasi	  hasil	  penelitian	  ini	  	   	   	  
	   	   	   	   	   YA	   o	   TIDAK	   o	  
	  
	   	   	   	  
	   Apakah	  anda	  ingin	  mendapat	  laporan	  hasil	  penelitian?	  	   	   	   YA	   o	   TIDAK	   o	  
Jika	  anda	  menjawab	  YA,	  mohon	  beri	  alamat	  untuk	  pengiriman	  hasil:	  
	  
o	  Pos:	  	   _______________________________________________________	  
	  
_______________________________________________________	  
	  
o	  Email:	   _______________________________________________________	  
	  
	  
	  
	  
	  
	  
................................................................	  
Tandatangan	  
	  
	  
	  
	  ..............	  ....................................................	  
Nama	  
	  
	  
.................................................................	  
Tanggal	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Faculty	  of	  Education	  and	  Social	  
Work	  	  
	   	  	  ABN	  15	  211	  513	  464	   	  
	   David	  Evans	  	  PhD	  
Associate	  Professor	  of	  Special	  Education	  	  
Room	  707	  
Education	  Building	  |	  A35	  
The	  University	  of	  Sydney	  	  
NSW	  2006	  AUSTRALIA	  
Telephone:	  	  	  +61	  2	  9351	  8463	  
Facsimile:	   	  +61	  2	  9351	  2606	  
Email:david.evans@sydney.edu.au	  
Web:	  http://www.sydney.edu.au/	  
	  
	  
Mendengarkan	  Suara	  Anak:	  Pengalaman	  Siswa	  tentang	  Pendidikan	  Inklusif	  
	  
LEMBAR	  PERSETUJUAN	  PARTISIPAN	  
	  
Orangtua/Wali	  (Wawancara)	  
	  
	  
	  
Saya,	  ...................................................................................	  ,	  setuju	  untuk	  berpartisipasi	  dalam	  penelitian	  ini.	  	  
	  
Dengan	  memberikan	  persetujuan,	  saya	  	  menyatakan	  bahwa:	  
	  
ü  Saya	   memahami	   tujuan	   penelitian,	   sejauh	  mana	   keterlibatan	   yang	   diharapkan	   dari	   saya	   dan	   resiko	  
maupun	  manfaat	  yang	  akan	  saya	  peroleh.	  
	  	  
ü  Saya	  telah	  membaca	  Lembar	  Informasi	  Partisipan	  dan	  telah	  berdiskusi	  tentang	  keterlibatan	  saya	  dalam	  
penelitian	  ini	  dengan	  peneliti.	  	  
	  
ü  Peneliti	  telah	  menjawab	  pertanyaan	  dari	  saya	  dan	  saya	  puas	  dengan	  jawaban	  yang	  diberikan.	  
	  
ü  Saya	  memahami	   bahwa	   keikutsertaan	   dalam	   penelitian	   ini	   sifatnya	   sukarela	   dan	   bahwa	   tidak	  wajib	  
bagi	   saya	   untuk	   berpartisipasi.	   Keputusan	   saya	   untuk	   berpartisipasi	   tidak	   akan	   mempengaruhi	  
hubungan	   saya	   dengan	   sekolah,	   Dinas	   Pendidikan	   Kota	   Yogyakarta,	   peneliti	   atau	   siapa	   pun	   di	  
University	  of	  Sydney,	  baik	  saat	  ini	  maupun	  dikemudian	  hari.	  
	  
ü  Saya	  memahami	  bahwa	  saya	  boleh	  mengundurkan	  diri	  dari	  penelitian	  ini	  setiap	  saat.	  
	  	  
ü  Saya	   memahami	   bahwa	   saya	   bisa	   menghentikan	   wawancara	   bila	   saya	   tidak	   berkenan	   untuk	  
melanjutkannya,	   untuk	   itu	   rekaman	   akan	   dihapus	   dan	   tidak	   akan	   digunakan	   dalam	   hasil	   penelitian,	  
kecuali	  bila	  saya	  mengijinkan	  untuk	  digunakan.	  Saya	  juga	  paham	  bahwa	  saya	  bisa	  menolak	  menjawab	  
pertanyaan	  yang	  tidak	  ingin	  saya	  jawab.	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ü  Saya	  memahami	  bahwa	  informasi	  personal	  tentang	  saya	  yang	  dikumpulkan	  selama	  penelitian	  akan	  
disimpan	  secara	  aman	  dan	  hanya	  akan	  digunakan	  untuk	  tujuan	  atas	  persetujuan	  dari	  saya.	  Saya	  
memahami	  bahwa	  informasi	  tentang	  saya	  hanya	  bisa	  dibagikan	  kepada	  pihak	  lain	  atas	  ijin	  dari	  saya,	  
kecuali	  	  disyaratkan	  oleh	  hukum.	  	  
	  
ü  Saya	  memahami	   bahwa	   hasil	   dari	   penelitian	   ini	  mungkin	   akan	   dipublikasikan	   dan	   publikasi	   tersebut	  
tidak	  akan	  menyebut	  nama	  saya	  atau	  identitas	  saya	  yang	  lainnya.	  	  
	   	  	  
Saya	  memberi	  persetujuan	  untuk	  
Wawancara	  direkam	  	  	  	   	   	   	   YA	   o	   TIDAK	   o	  
	  
	  
	   Apakah	  anda	  ingin	  mendapat	  laporan	  dari	  hasil	  penelitian?	  	   	   	   YA	   o	   TIDAK	   o	  
Jika	  anda	  menjawab	  YA,	  mohon	  beri	  alamat	  untuk	  pengiriman	  hasil:	  
	  
o	  Pos:	  	   _______________________________________________________	  
	  
_______________________________________________________	  
	  
o	  Email:	   _______________________________________________________	  
	  
	  
	  
	  
	  
	  
................................................................	  
Tandatangan	  
	  
	  
	  
	  ..............	  ....................................................	  
Nama	  
	  
	  
.................................................................	  
Tanggal	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Faculty	  of	  Education	  and	  Social	  
Work	  	  
	   	  ABN	  15	  211	  513	  464	   	  
	   David	  Evans	  	  PhD	  
Associate	  Professor	  of	  Special	  Education	  	  
Room	  707	  
Education	  Building	  |	  A35	  
The	  University	  of	  Sydney	  	  
NSW	  2006	  AUSTRALIA	  
Telephone:	  	  	  +61	  2	  9351	  8463	  
Facsimile:	   	  +61	  2	  9351	  2606	  
Email:david.evans@sydney.edu.au	  
Web:	  http://www.sydney.edu.au/	  
	  
Mendengarkan	  Suara	  Anak:	  Pengalaman	  Siswa	  tentang	  Pendidikan	  Inklusi	  
	  
Lembar	  Persetujuan	  Anak	  
	  
Jika	  kamu	  ingin	  berpartisipasi	  dalam	  penelitian	  ini:	  
• Tulis	  namamu	  di	  bagian	  titik-­‐titik	  di	  bawah	  ini	  
• Berikan	  tandatanganmu	  di	  bagian	  paling	  akhir	  
• Tulis	  tanggal	  di	  bawah	  tandatanganmu	  
	  
Kamu	  sebaiknya	  menyatakan	  setuju	  untuk	  berpartisipasi	  setelah	  kamu	  sungguh	  mengerti	  penelitian	  ini	  tentang	  
apa	  dan	  kamu	  memang	  ingin	  terlibat	  didalamnya.	  Jika	  kamu	  tidak	  ingin	  terlibat,	  jangan	  tandatangani	  Lembar	  ini.	  	  
	  
Saya,	  ...........................................................................................[nama],	  ingin	  berpartisipasi	  dalam	  penelitian	  ini.	  
	  
Dengan	  mengatakan	  YA	  untuk	  terlibat	  dalam	  penelitian	  ini,	  saya	  menyatakan	  bahwa:	  	  
	  
ü Saya	  tahu	  tujuan	  penelitian	  ini.	  
	  
ü Saya	  tahu	  kegiatan	  yang	  akan	  saya	  kerjakan	  dalam	  penelitian	  ini.	  
	  
ü Ada	  orang	  yang	  bisa	  saya	  ajak	  bicara	  tentang	  penelitian	  ini.	  
	  
ü Pertanyaan-­‐pertanyaanku	  sudah	  terjawab.	  
	  
ü Saya	  tahu	  saya	  tidak	  wajib	  ikut	  dalam	  penelitian	  ini.	  	  
	  
ü Saya	  tahu	  saya	  boleh	  mengundurkan	  diri	  setiap	  saat	  jika	  saya	  tidak	  mau	  melanjutkan.	  
	  
	  
ü Saya	  	  tahu	  bahwa	  saya	  tidak	  harus	  menjawab	  pertanyaan	  yang	  tidak	  ingin	  kujawab.	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ü Saya	  tahu	  bahwa	  peneliti	  tidak	  akan	  menceritakan	  kepada	  orang	  lain	  tentang	  apa	  yang	  kukatakan,	  kecuali	  
bila	  itu	  tentang	  seseorang	  yang	  menyakiti	  saya,	  atau	  saya	  menyakiti	  diri	  saya	  sendiri,	  atau	  saya	  menyakiti	  
orang	  lain.	  
	  
	  
Jawablah	  pertanyaan	  di	  bawah	  ini	  dengan	  melingkari	  jawaban	  yang	  kamu	  inginkan.	  
	  
Apakah	  kami	  boleh	  merekam	  suaramu?	  	   	   	   	   Ya	   	   Tidak	  
	  
Apakah	  kamu	  ingin	  mendapatkan	  hasil	  penelitian	  ini?	   	   	   Ya	   	   Tidak	  
	  
Apakah	  wajahmu	  boleh	  muncul	  di	  foto-­‐foto	  yang	  digunakan	  dalam	  penelitian	  ini?	   	  
	   	   	   	   	   	   	   	   	   	   Ya	   	   Tidak	  
	  
	  
	  
	  
……….....................................................	  
Tandatangan	  (atau	  stiker/cap)	  
	  
	  
	  
.............................................................	  
Tanggal	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Faculty	  of	  Education	  and	  Social	  
Work	  	  	   ABN	  15	  211	  513	  464	   	  	   David	  Evans	  	  PhD	  
Associate	  Professor	  of	  Special	  Education	  	  
Room	  707	  
Education	  Building	  |	  A35	  
The	  University	  of	  Sydney	  	  
NSW	  2006	  AUSTRALIA	  
Telephone:	  	  	  +61	  2	  9351	  8463	  
Facsimile:	  	  +61	  2	  9351	  2606	  
Email:	  david.evans@sydney.edu.au	  
Web:	  http://www.sydney.edu.au/	  
	  
	  
Hearing	  Voices:	  An	  Art-­‐based	  Participatory	  Study	  on	  Children’s	  Experiences	  of	  Inclusion	  in	  Primary	  Schools	  in	  
Indonesia	  
	  
B.1.	  Interview	  with	  Principal	  (English	  Version)	  
	  
Interview	  Procedures:	  
1. Give	  introductions	  and	  information	  about	  the	  study.	  	  
2. Give	  out	  Participant	  Information	  Sheet	  and	  Consent	  Form.	  	  
3. Obtain	  signed	  Consent	  Form.	  
4. Ask	  permission	  to	  record	  interview.	  
	  
Questions:	  
1. When	  was	  the	  first	  time	  this	  school	  reformed	  into	  inclusive	  school?	  
2. How	  do	  you	  view	  the	  attitudes	  of	  teachers,	  parents	  and	  students	  towards	  inclusion?	  
3. What	  does	  inclusion	  mean	  to	  you?	  
4. What	  is	  the	  specific	  inclusive	  policy	  and	  practices	  taken	  by	  your	  school?	  
5. What	  programs	  have	  been	  conducted	  to	  make	  inclusion	  successful	  in	  this	  school?	  
6. Within	  those	  programs,	  what	  worked	  well	  and	  did	  not	  work	  well?	  Why?	  
7. What	  are	  barriers	  that	  hinder	  inclusion	  in	  your	  school?
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Faculty	  of	  Education	  and	  Social	  Work	  	  
	   ABN	  15	  211	  513	  464	   	  
	   David	  Evans	  	  PhD	  
Associate	  Professor	  of	  Special	  Education	  	  
Room	  707	  
Education	  Building	  |	  A35	  
The	  University	  of	  Sydney	  	  
NSW	  2006	  AUSTRALIA	  
Telephone:	  	  	  +61	  2	  9351	  8463	  
Facsimile:	   	  +61	  2	  9351	  2606	  
Email:	  david.evans@sydney.edu.au	  
Web:	  http://www.sydney.edu.au/	  
	  
	  
Hearing	  Voices:	  An	  Art-­‐based	  Participatory	  Study	  on	  Children’s	  Experiences	  of	  Inclusion	  in	  Primary	  
Schools	  in	  Indonesia	  
	  
B.4.	  Interview	  with	  Parents	  (English	  Version)	  
	  
Interview	  Procedures:	  
1. Give	  introductions	  and	  information	  about	  the	  study.	  	  
2. Give	  out	  Participant	  Information	  Sheet	  and	  Consent	  Form.	  	  
3. Obtain	  signed	  Consent	  Form.	  
4. Ask	  permission	  to	  record	  interview.	  
	  
Pertanyaan:	  
1. Do	  you	  know	  when	  was	  the	  school	  reformed	  into	  inclusive	  school?	  
2. What	  is	  the	  specific	  inclusive	  policy	  and	  practices	  taken	  by	  your	  school?	  
3. What	  does	  inclusion	  mean	  to	  you?	  
4. What	  programs	  have	  been	  conducted	  for	  students	  and	  parents	  to	  make	  inclusion	  successful	  in	  this	  
school?	  
5. What	  are	  good	  practices	  of	  inclusion	  in	  this	  school?	  
6. What	  are	  practices	  of	  inclusion	  that	  you	  think	  at	  your	  concern?	  Why?	  
7. What	  are	  barriers	  that	  hinder	  inclusion	  in	  your	  school?	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Faculty	  of	  Education	  and	  Social	  Work	  	  
	   ABN	  15	  211	  513	  464	   	  
	   David	  Evans	  	  PhD	  
Associate	  Professor	  of	  Special	  Education	  	  
Room	  707	  
Education	  Building	  |	  A35	  
The	  University	  of	  Sydney	  	  
NSW	  2006	  AUSTRALIA	  
Telephone:	  	  	  +61	  2	  9351	  8463	  
Facsimile:	   	  +61	  2	  9351	  2606	  
Email:	  david.evans@sydney.edu.au	  
Web:	  http://www.sydney.edu.au/	  
	  
	  
Hearing	  Voices:	  An	  Art-­‐based	  Participatory	  Study	  on	  Children’s	  Experiences	  of	  Inclusion	  in	  Primary	  
Schools	  in	  Indonesia	  
	  
A.2.	  Guidance	  for	  Drawings	  with	  Students	  (English	  Version)	  
	  
Instructions	  for	  drawing:	  
Individual	  drawing	  
1. Draw	  a	  picture	  of	  your	  self.	  
2. Draw	  a	  time	  line	  of	  your	  experiences	  at	  school	  (can	  be	  times	  of	  previous	  years	  and	  now).	  
Group	  drawing	  	  
1. Draw	  a	  picture	  of	  you	  working	  in	  your	  classroom.	  
2. Draw	  a	  picture	  of	  you	  playing	  during	  lunch	  and	  recess	  at	  your	  school.	  
	  
Prompts	  in	  interview:	  
1. Can	  you	  tell	  me	  about	  this	  drawing?	  
2. Can	  you	  tell	  me	  more	  about	  what	  you	  do/this	  place/the	  activity/people	  in	  your	  drawing?	  
3. How	  do	  you	  feel	  with	  what	  you	  do/the	  place/activities/people	  in	  your	  drawing?	  
4. Why	  do	  you	  feel	  that	  way?	  
5. Are	  there	  things	  you	  would	  most	  like	  to	  change	  about	  that?	  Why?	  
6. Do	  you	  think	  there	  are	  things	  that	  can	  be	  done	  to	  change	  or	  make	  it	  better?	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Faculty	  of	  Education	  and	  Social	  Work	  	  
	   ABN	  15	  211	  513	  464	   	  
	   David	  Evans	  	  PhD	  
Associate	  Professor	  of	  Special	  Education	  	  
Room	  707	  
Education	  Building	  |	  A35	  
The	  University	  of	  Sydney	  	  
NSW	  2006	  AUSTRALIA	  
Telephone:	  	  	  +61	  2	  9351	  8463	  
Facsimile:	   	  +61	  2	  9351	  2606	  
Email:	  david.evans@sydney.edu.au	  
Web:	  http://www.sydney.edu.au/	  
	  
	  
Hearing	  Voices:	  An	  Art-­‐based	  Participatory	  Study	  on	  Children’s	  Experiences	  of	  Inclusion	  in	  Primary	  
Schools	  in	  Indonesia	  
	  
A.1.	  Guidance	  for	  Photography	  with	  Students	  (English	  version)	  
	  
Instructions	  for	  taking	  photos:	  
1. Take	  pictures	  of	  places,	  things,	  activities	  and	  people	  in	  your	  school	  that	  you	  like	  or	  make	  you	  feel	  
happy,	  comfortable	  and	  safe.	  
2. Take	  pictures	  of	  places,	  things,	  activities	  and	  people	  in	  your	  school	  that	  you	  do	  not	  like	  or	  make	  
you	  feel	  unhappy.	  
3. Take	  pictures	  of	  places,	  things,	  activities,	  and	  people	  that	  you	  think	  shows	  your	  school	  as	  an	  
inclusive	  school.	  
4. Optional:	  Write	  a	  short	  story	  about	  your	  photos	  in	  your	  scrapbook	  provided.	  
	  
	  
Prompts	  in	  interview:	  
1. Can	  you	  tell	  me	  about	  this	  photo?	  
2. Why	  this	  place/activity/people/things	  make	  you	  feel	  that	  way?	  
3. Why	  do	  you	  think	  this	  place/activities/people/things	  show	  inclusion?	  
4. Are	  there	  things	  you	  would	  most	  like	  to	  change	  about	  your	  school?	  Why?	  
5. What	  are	  things	  that	  can	  be	  done	  to	  change	  or	  make	  it	  better?	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Faculty	  of	  Education	  and	  Social	  Work	  	  
	   ABN	  15	  211	  513	  464	   	  
	   David	  Evans	  	  PhD	  
Associate	  Professor	  of	  Special	  Education	  	  
Room	  707	  
Education	  Building	  |	  A35	  
The	  University	  of	  Sydney	  	  
NSW	  2006	  AUSTRALIA	  
Telephone:	  	  	  +61	  2	  9351	  8463	  
Facsimile:	   	  +61	  2	  9351	  2606	  
Email:	  david.evans@sydney.edu.au	  
Web:	  http://www.sydney.edu.au/	  
	  
Hearing	  Voices:	  An	  Art-­‐based	  Participatory	  Study	  on	  Children’s	  Experiences	  of	  Inclusion	  in	  Primary	  
Schools	  in	  Indonesia	  
	  
B.2.	  Interview	  with	  	  Class	  Teacher	  (English	  Version)	  
	  
Interview	  Procedures:	  
5. Give	  introductions	  and	  information	  about	  the	  study.	  	  
6. Give	  out	  Participant	  Information	  Sheet	  and	  Consent	  Form.	  	  
7. Obtain	  signed	  Consent	  Form.	  
8. Ask	  permission	  to	  record	  interview.	  
	  
Questions:	  
1. When	  was	  first	  time	  this	  school	  reformed	  into	  inclusive	  school?	  
2. What	  is	  the	  specific	  inclusive	  policy	  and	  practices	  taken	  by	  this	  school?	  
3. What	  does	  inclusion	  mean	  to	  you?	  
4. What	  approach	  and	  strategies	  you	  have	  applied	  in	  your	  classroom	  to	  implement	  inclusion?	  
5. What	  worked	  well	  and	  did	  not	  work	  well?	  Why?	  
6. What	  are,	  if	  any,	  barriers	  that	  you	  have	  found	  in	  implementing	  inclusion	  in	  your	  classroom?	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  of	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  and	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  Work	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Hearing	  Voices:	  An	  Art-­‐based	  Participatory	  Study	  on	  Children’s	  Experiences	  of	  Inclusion	  in	  Primary	  
Schools	  in	  Indonesia	  
	  
B.3.	  Interview	  with	  Special	  Need	  Teacher	  (English	  Version)	  
	  
Interview	  Procedures:	  
1. Give	  introductions	  and	  information	  about	  the	  study.	  	  
2. Give	  out	  Participant	  Information	  Sheet	  and	  Consent	  Form.	  	  
3. Obtain	  signed	  Consent	  Form.	  
4. Ask	  permission	  to	  record	  interview.	  	  
	  
Questions:	  
1. When	  was	  first	  time	  this	  school	  reformed	  into	  inclusive	  school?	  
2. What	  is	  the	  specific	  inclusive	  policy	  and	  practices	  taken	  by	  your	  school?	  
3. What	  does	  inclusion	  mean	  to	  you?	  
4. What	  are	  approaches	  and	  strategies	  that	  you	  used	  to	  assist	  children	  with	  special	  needs?	  	  
5. What	  worked	  well	  and	  did	  not	  work	  well?	  Why?	  
6. What	  are,	  if	  any,	  barriers	  that	  you	  have	  found	  in	  implementing	  inclusion	  in	  your	  school?	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Mendengarkan	  Suara	  Anak:	  Studi	  Partisipatoris	  berbasis	  Seni	  mengenai	  Pengalaman	  Siswa	  tentang	  
Inklusi	  di	  Sekolah	  Dasar	  di	  Indonesia	  
	  
B.1.	  Panduan	  Wawancara	  Kepala	  Sekolah	  
Prosedur	  Wawancara:	  
1. Peneliti	  memberikan	  pendahuluan	  dan	  penjelasan	  tentang	  studi	  ini.	  
2. Peneliti	  memberikan	  Lembar	  Informasi	  Peserta	  dan	  Lembar	  Persetujuan.	  
3. Peneliti	  mendapatkan	  Lembar	  Persetujuan	  yang	  sudah	  ditandatangani.	  
4. Peneliti	  meminta	  ijin	  untuk	  merekam	  wawancara.	  
	  
Panduan	  pertanyaan:	  
1. Kapan	  sekolah	  ini	  pertama	  kali	  dirubah	  menjadi	  sekolah	  inklusi?	  
2. Menurut	  bapak/ibu,	  bagaimana	  sikap	  guru,	  orangtua	  dan	  siswa	  terhadap	  inklusi?	  
3. Apa	  makna	  inklusi	  bagi	  bapak/ibu?	  
4. Apakah	  sekolah	  mengambil	  kebijakan	  dan	  praktik	  khusus	  terkait	  model	  inklusi?	  Mohon	  
penjelasan.	  
5. Program-­‐program	  apa	  saja	  yang	  sudah	  dilaksanakan	  bagi	  guru/siswa/orangtua	  untuk	  
mensukseskan	  inklusi?	  
6. Dalam	  program	  tersebut,	  apa	  sajakah	  yang	  anda	  nilai	  berjalan	  dengan	  baik	  dan	  apa	  saja	  yang	  
kurang	  berhasil?	  Mengapa?	  
7. Apakah	  hambatan	  dan	  kesulitan	  yang	  bapak/ibu	  temui	  dalam	  menjalankan	  inklusi	  di	  sekolah	  ini?
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B.4.	  Panduan	  Wawancara	  dengan	  Orangtua	  
	  
Prosedur	  Wawancara:	  
1. Peneliti	  memberikan	  pendahuluan	  dan	  penjelasan	  tentang	  studi	  ini.	  
2. Peneliti	  memberikan	  Lembar	  Informasi	  Peserta	  dan	  Lembar	  Persetujuan.	  
3. Peneliti	  mendapatkan	  Lembar	  Persetujuan	  yang	  sudah	  ditandatangani.	  
4. Peneliti	  meminta	  ijin	  untuk	  merekam	  wawancara.	  
	  
	  
Pertanyaan:	  
1. Tahukah	  bapak/ibu	  sejak	  kapan	  sekolah	  ini	  dirubah	  menjadi	  sekolah	  inklusif?	  
2. Sejauh	  bapak/ibu	  ketahui,	  kebijakan	  dan	  model	  inklusi	  seperti	  apakah	  yang	  dijalankan	  sekolah	  ini?	  
3. Apa	  makna	  inklusi	  bagi	  bapak/ibu?	  
4. Kegiatan	  atau	  program	  apakah	  yang	  sudah	  dijalankan	  untuk	  mensukseskan	  inklusi	  di	  sekolah	  ini	  
bagi	  siswa	  dan	  orangtua?	  
5. Menurut	  bapak/ibu,	  praktik	  inklusi	  apakah	  yang	  sudah	  berjalan	  dengan	  baik?	  
6. Menurut	  bapak/ibu,	  praktik	  inklusi	  apakah	  yang	  masih	  perlu	  diperbaiki?	  Mengapa?	  
7. Menurut	  bapak/ibu,	  apa	  saja	  hambatan	  atau	  kesulitan	  yang	  dialami	  sekolah	  dalam	  menjalankan	  
inklusi?	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A.2.	  Panduan	  untuk	  Kegiatan	  Menggambar	  
Instruksi	  untuk	  menggambar:	  
Menggambar	  individu	  
1. Buatlah	  gambar	  dirimu.	  
2. Gambarlah	  pengalamanmu	  dari	  waktu	  ke	  waktu	  selama	  bersekolah	  disini.	  
Menggambar	  kelompok	  
1. Gambarlah	  dirimu	  sedang	  belajar/berkegiatan	  di	  dalam	  kelas.	  
2. Gambarlah	  dirimu	  saat	  sedang	  bermain	  waktu	  istirahat	  sekolah.	  
	  
Pertanyaan	  interview:	  
1. Bisakah	  kamu	  ceritakan	  gambar	  ini?	  
2. Coba	  jelaskan	  lebih	  jauh	  tentang	  apa	  yang	  sedang	  kamu	  kerjakan	  atau/tempat/kegiatan/orang-­‐
orang	  dalam	  gambarmu	  ini.	  
3. Bagaimana	  perasaanmu	  tentang	  apa	  yang	  sedang	  kamu	  kerjakan/tempat/orang-­‐orang/kegiatan	  
dalam	  gambarmu	  ini?	  
4. Mengapa	  kamu	  merasa	  demikian?	  
5. Adakah	  hal-­‐hal	  yang	  menurutmu	  perlu	  dirubah	  tentang	  kegiatanmu/tempat/orang-­‐orang	  tadi?	  
Mengapa?	  
6. Apa	  yang	  bisa	  dilakukan	  untuk	  memperbaiki	  atau	  merubahnya	  menjadi	  lebih	  baik?	  
 342 	  
	  
	  
	  
Faculty	  of	  Education	  and	  Social	  Work	  	  
	   ABN	  15	  211	  513	  464	   	  
	   David	  Evans	  	  PhD	  
Associate	  Professor	  of	  Special	  Education	  	  
Room	  707	  
Education	  Building	  |	  A35	  
The	  University	  of	  Sydney	  	  
NSW	  2006	  AUSTRALIA	  
Telephone:	  	  	  +61	  2	  9351	  8463	  
Facsimile:	   	  +61	  2	  9351	  2606	  
Email:	  david.evans@sydney.edu.au	  
Web:	  http://www.sydney.edu.au/	  
	  
	  
Mendengarkan	  Suara	  Anak:	  Studi	  Partisipatoris	  berbasis	  Seni	  mengenai	  Pengalaman	  Siswa	  tentang	  
Inklusi	  di	  Sekolah	  Dasar	  di	  Indonesia	  
	  
A.1.	  Panduan	  untuk	  Fotografi	  
	  
Instruksi	  pengambilan	  foto:	  
1. Fotolah	  tempat-­‐tempat,	  kegiatan-­‐kegiatan	  dan	  orang-­‐orang	  di	  sekolahmu	  yang	  kamu	  sukai	  atau	  
membuatmu	  merasa	  senang,	  nyaman	  dan	  aman.	  	  
2. Fotolah	  tempat-­‐tempat,	  kegiatan-­‐kegiatan	  dan	  orang-­‐orang	  di	  sekolahmu	  yang	  tidak	  kamu	  sukai	  
atau	  yang	  membuatmu	  merasa	  	  tidak	  senang,	  khawatir	  dan	  tidak	  aman.	  
3. Fotolah	  orang-­‐orang,	  benda-­‐benda,	  tempat	  dan	  kegiatan	  di	  sekolahmu	  yang	  menurutmu	  
menunjukkan	  ciri	  sekolahmu	  sebagai	  sekolah	  inklusif.	  
4. Pilihan:	  Tulislah	  cerita	  pendek	  tentang	  fotomu	  pada	  buku	  gambar	  yang	  sudah	  disediakan.	  
	  
Pertanyaan	  interview:	  
1. Bisakah	  kamu	  ceritakan	  apa	  yang	  ada	  di	  foto	  ini?	  
2. Mengapa	  tempat/kegiatan/orang-­‐orang	  itu	  membuatmu	  merasa	  demikian?	  
3. Mengapa	  menurutmu	  tempat/kegiatan/orang-­‐orang	  ini	  menunjukkan	  sekolahmu	  sebagai	  sekolah	  
inklusi?	  
4. Adakah	  hal-­‐hal	  yang	  menurutmu	  harus	  dirubah	  dari	  sekolahmu?	  Mengapa?	  
5. Apa	  yang	  bisa	  dilakukan	  untuk	  memperbaiki	  atau	  merubahnya	  menjadi	  lebih	  baik?	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B.2.	  Panduan	  Wawancara	  Guru	  
Prosedur	  Wawancara:	  
5. Peneliti	  memberikan	  pendahuluan	  dan	  penjelasan	  tentang	  studi	  ini.	  
6. Peneliti	  memberikan	  Lembar	  Informasi	  Peserta	  dan	  Lembar	  Persetujuan.	  
7. Peneliti	  mendapatkan	  Lembar	  Persetujuan	  yang	  sudah	  ditandatangani.	  
8. Peneliti	  meminta	  ijin	  untuk	  merekam	  wawancara.	  
	  
Pertanyaan:	  
1. Tahukah	  bapak/ibu	  sejak	  kapan	  sekolah	  ini	  dirubah	  menjadi	  sekolah	  inklusif?	  
2. Sejauh	  bapak/ibu	  ketahui,	  kebijakan	  dan	  model	  inklusi	  seperti	  apakah	  yang	  dijalankan	  sekolah	  ini?	  
3. Apa	  makna	  inklusi	  bagi	  bapak/ibu?	  
4. Strategi	  apakah	  yang	  sudah	  bapak/ibu	  jalankan	  di	  kelas	  untuk	  menjalankan	  inklusi?	  	  
5. Apa	  saja	  yang	  berhasil	  dengan	  baik	  dan	  apa	  saja	  yang	  kurang	  berhasil?	  Mengapa?	  
6. Adakah	  hambatan	  atau	  kesulitan	  yang	  bapak/ibu	  temui	  dalam	  menjalankan	  inklusi	  di	  kelas?	  Jika	  
ya,	  apa	  saja	  hambatan	  yang	  ditemui	  selama	  ini?	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B.3.	  Panduan	  Wawancara	  Guru	  Pendamping	  Khusus	  
Prosedur	  Wawancara	  
1. Peneliti	  memberikan	  pendahuluan	  dan	  penjelasan	  tentang	  studi	  ini.	  
2. Peneliti	  memberikan	  Lembar	  Informasi	  Peserta	  dan	  Lembar	  Persetujuan.	  
3. Peneliti	  mendapatkan	  Lembar	  Persetujuan	  yang	  sudah	  ditandatangani.	  
4. Peneliti	  meminta	  ijin	  untuk	  merekam	  wawancara.	  
Pertanyaan:	  
1. Tahukah	  bapak/ibu	  sejak	  kapan	  sekolah	  ini	  dirubah	  menjadi	  sekolah	  inklusif?	  
2. Sejauh	  bapak/ibu	  ketahui,	  kebijakan	  dan	  model	  inklusi	  seperti	  apakah	  yang	  dijalankan	  sekolah	  ini?	  
3. Apa	  makna	  inklusi	  bagi	  bapak/ibu?	  
4. Pendekatan	  dan	  strategi	  apakah	  yang	  bapak/ibu	  terapkan	  untuk	  mendampingi	  anak	  berkebutuhan	  
khusus?	  
5. 	  Apa	  saja	  yang	  berhasil	  dengan	  baik	  dan	  apa	  yang	  kurang	  berhasil?	  Mengapa?	  
6. Adakah	  hambatan	  atau	  kesulitan	  yang	  bapak/ibu	  temui	  dalam	  menjalankan	  inklusi	  di	  kelas?	  Jika	  ya,	  
apa	  saja	  hambatan	  yang	  bapak/ibu	  temui?	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Appendix B: 
Additional Phase of the Study Documents 
B.1.  The Human Research Ethics Committee approval. 
B.2.  The Department of Permission approval 
B.3.  Summary Report English version 
B.3.1. Summary Report for School Staff and Parents 
B.3.2. Summary Report for Students 
B.4.  Summary Report Indonesian version 
B.4.1.  Laporan Ringkas untuk Staf dan Orangtua 
B.5 Invitation Letter 
B.5.1. Invitation Letter Principal 
B.5.2. Invitation Letter Parent 
B.5.3. Invitation Letter Student 
B.5.4. Invitation Letter Teacher 
B.6.  Participant Information Statement 
B.6.1.  Participant Information Statement Additional Phase-Focus Group Discussion Principal 
B.6.2.  Participant Information Statement 
Additional Phase-Focus Group Discussion Special Need Teacher 
B.6.3.  Parental Information Statement Additional Phase-Focus Group Discussion 
B.6.4.  Additional Phase-Focus Group Discussion Child 
B.7.  PCF FGD English version 
B.7.1.  Participant Consent Form-Overall 
Additional Phase-Focus Group Discussion Principal (Overall) 
B.7.2.  Participant Consent Form 
Additional Phase-Focus Group Discussion Principal 
B.7.3.  Participant Consent Form 
Additional Phase-Focus Group Discussion Class Teacher 
B.7.4.  Parent/Carer Consent Form 
Additional Phase-Focus Group Discussion 
B.7.5.  Participant Consent Form 
Additional Phase-Focus Group Discussion Parent 
B.7.6.  Participant Consent Form 
Additional Phase-Focus Group Discussion Child Consent 
B.8. PIS FGD Indonesian version 
B.8.1.  Lembar Informasi Partisipan Tahapan Tambahan-Diskusi Kelompok Kepala Sekolah  
B.8.2.  Lembar Informasi Partisipan Orangtua/Wali Tahapan Tambahan – Diskusi Kelompok 
B.8.3.  Lembar Informasi Partisipan 
Tahapan Tambahan-Diskusi Kelompok Guru Kelas  
B.8.4. Lembar Informasi Partisipan Tahapan Tambahan-Diskusi Kelompok Guru Pendamping 
Khusus 
B.9. Questions for FGD  
B.9.3.  Questions for Focus Group with School staff and Parents 
B.9.2.  Questions for Focus Group With Students
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Hearing	  Voices:	  Children’s	  Experiences	  of	  Inclusion	  	  
	  
Summary	  Report	  for	  School	  Staff	  and	  Parents	  
	  
Introduction	  
This	  study	  aimed	  to	  understand	  current	   inclusive	  practices	   in	   Indonesian	  public	  primary	  schools	   through	  the	  
lens	  of	  students.	  Students’	  views	  on	  the	  principles	  of	   inclusion	  and	  their	  experiences	  of	   inclusive	  practices	  at	  
their	   schools	   were	   explored	   through	   an	   arts-­‐informed	  methods	   of	   drawings	   and	   school	   photo	   diaries.	   The	  
researcher	   conducted	   individual	   interviews	   and	   focus	   groups	   with	   the	   student	   participants	   using	   their	  
drawings	  and	  photos.	  Data	  analysis	  has	  provided	  some	  key	  themes	  that	  are	  presented	  below.	  
	  
Themes	  
1. Self-­‐identity.	   The	   students	   with	   additional	   learning	   needs	   reported	   a	   self-­‐acceptance	   that	   they	   have	  
special	  needs.	  This	  theme	  emerged	  in	  response	  to	  the	  practice	  of	  using	  labels	  of	  disability	  and	  inclusion	  at	  
the	  schools,	  such	  as:	  to	  call	  students	  with	  special	  needs	  (e.g.,	  ‘inclusion	  child’	  or	  ‘ABK’),	  to	  name	  a	  weekly	  
program	  of	  group	  therapy	  (e.g.,	  ‘inclusion	  day’),	  to	  name	  a	  special	  room	  dedicated	  to	  conduct	  sessions	  for	  
students	  with	  special	  needs	  (e.g.,	  ‘inclusion	  room’),	  and	  to	  differentiate	  students	  with	  special	  needs	  from	  
regular	  students	  in	  classroom	  as	  well	  as	  school	  wide	  events	  (e.g.,	  ‘ABK’	  and	  ‘regular’).	  
2. Bullying.	  The	  needs	  for	  being	  safe	  and	  free	  from	  bullying	  are	  concerns	  expressed	  from	  both	  students	  with	  
and	  without	  disabilities.	  Forms	  of	  bullying	  reported	  include	  calling	  with	  hurtful	  names,	  mocking,	  kicking,	  
hitting	  and	  hiding	  personal	  belongings.	  	  
3. Friendship.	  The	  students	  expressed	  that	  having	  friends	  and	  friendship	  are	  significant	  parts	  of	  their	  school	  
life.	  Some	  students	  reported	  being	  socially	   isolated	  as	  a	  result	  of	  their	  special	  needs	  and	  the	   labels	  that	  
have	  been	  attached	  to	  them.	  They	  wish	  to	  have	  a	  friend	  or	  more	  friends	  or	  simply	  being	  included	  in	  play	  
with	  others	  during	  recess.	  
4. Engagement.	   Studying,	   reading,	  writing,	  excursion	  and	  sporting	  at	   school	  are	   reported	  as	  activities	   that	  
the	  students	  enjoy.	  Additionally,	  playing	  during	  recess	  is	  their	  most	  favourite	  activity	  and	  that	  they	  wish	  
learning	   activities	   in	   classrooms	   can	   involve	   play.	   Meanwhile,	   some	   situations	   are	   described	   as	  
disengaging	  students	  from	  learning	  such	  as:	  having	  difficulties	  understanding	  the	  lesson,	  not	  interested	  in	  
the	  activity,	  and	  no	  individual	  support	  from	  teacher	  or	  special	  need	  teacher.	  	  
5. Grade	  retention/curriculum	  access.	  The	  students	  with	  intellectual	  disabilities	  expressed	  their	  hopes	  that	  
they	  would	  be	  able	  to	  move	  to	  a	  higher	  grade	  with	  their	  friends.	  Some	  students	  have	  repeated	  the	  same	  
grade	  level	  as	  a	  result	  of	  not	  meeting	  the	  regular	  curriculum	  requirements.	  
6. Participation.	  The	  students	  with	  special	  needs	  reported	  that	  they	  feel	  very	  happy	  when	  given	  the	  chances	  
to	  be	  involved	  in	  various	  events	  at	  school.	  However,	  the	  students	  with	  physical	  disabilities	  hope	  to	  be	  able	  
to	  do	  more	  in	  sports	  as	  they	  realised	  that	  their	  physical	  conditions	  limit	  them	  to	  do	  so.	  On	  the	  other	  hand,	  
the	  regular	  students	  expressed	  their	  opinions	  that	  they	  would	  also	  like	  to	  experience	  or	  join	  the	  activities	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designed	  only	   for	   students	  with	   special	   needs;	   such	   as	   life	   skill	   based	   learning	   programs	   and	   ‘inclusion	  
day’.	  	  
7. The	   meaning	   of	   inclusive	   school.	   The	   results	   from	   the	   students’	   inquiry	   have	   provided	   students’	  
understandings	   of	   inclusion	   and	   what	   an	   inclusive	   school	   should	   look	   like.	   An	   inclusive	   school	   is	  
anticipated	  as	  a	  place	  where	  everyone	  can	  learn	  and	  that	  foster	  their	  interest	  and	  strengths.	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Hearing	  Voices:	  Children’s	  Experiences	  of	  Inclusion	  	  
Summary	  Report	  for	  Students,	  October	  2015	  
Introduction	  
This	   study	   aimed	   to	   understand	   current	   inclusive	   practices	   in	   Indonesian	   public	   primary	   schools from the 
students’ view. Students’ views on the principles of inclusion and their experiences of inclusive 
practices at their schools were explored through an arts methods of drawings and school photo 
diaries. The researcher conducted individual interviews and focus groups with the student 
participants using their drawings and photos. Data analysis has provided some key themes that 
are presented below. 
 
Themes 
1. Self-acceptance. Some of the students reported that they accept that they 
have special needs. This theme emerged in response to the use of labels at your schools, 
such as: to call students with special needs (e.g., ‘inclusion child’ or ‘ABK’), to name a 
weekly program of group therapy (e.g., ‘inclusion day’), to name a special room dedicated 
to run sessions for students with special needs (e.g., ‘inclusion room’), and to differentiate 
students with special needs from regular students in classroom as well as school wide 
events (e.g., ‘ABK’ and ‘regular’). 
 
2. Bullying. The students expressed their needs for being safe and free from 
bullying. Forms of bullying reported include calling with hurtful names, mocking, kicking, 
hitting and hiding personal belongings.  
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3. Friendship. The students expressed that having friends and friendship are 
very important in school life. Some students reported being socially isolated as a result of 
their special needs and the labels that have been attached to them. They wish to have a 
friend or more friends or simply being included in play with others during recess.  
 
4. Engagement. Studying, reading, writing, excursion and sporting at 
school were reported as activities that the students enjoy. Additionally, playing during recess 
is the most favourite activity and that the students wish learning activities in classrooms can 
involve play. Meanwhile, some situations are described as disengaging the students from 
learning such as: having difficulties understanding the lesson, not interested in the activity, 
and no individual support from teacher or special need teacher.  
 
5. Grade retention. Some of the students expressed their hopes that they 
would be able to move to a higher grade with their friends. They have repeated the same 
grade level as a result of not meeting the regular passing grade. 
  
6. Participation. The students with special needs reported that they feel 
very happy when given the chances to be involved in various events at school. However, 
students with physical disabilities hope to be able to do more in sports as they realised that 
their physical conditions limit them to do so. On the other hand, the regular students 
expressed their opinions that they would also like to experience or join the activities 
designed only for your friends in special needs classes; such as life skill based learning 
programs and sport plays in ‘inclusion day’.  
 
7. The meaning of inclusive school. The results from the students’ inquiry 
have provided students’ understandings of inclusion and what an inclusive school should look 
like. According to you, an inclusive school is anticipated as a place where everyone can learn 
and that foster their interest and strengths.	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Mendengar	  Suara	  Anak:	  Pengalaman	  Siswa	  di	  Sekolah	  Inklusi	  	  
Laporan	  Ringkas	  untuk	  Staf	  dan	  Orangtua	  
Pendahuluan	  
Penelitian	  ini	  bertujuan	  untuk	  memahami	  praktik	  inklusi	  di	  SD	  Negri	  di	  Indonesia	  melalui	  sudut	  pandang	  anak.	  
Pandangan	  anak	  tentang	  inklusi	  dan	  pengalaman	  mereka	  di	  sekolah	  inklusi	  didapatkan	  melalui	   interview	  dan	  
diskusi	   kelompok	   menggunakan	   foto	   dan	   gambar	   karya	   mereka.	   Analisis	   data	   menghasilkan	   tema	   umum	  
berikut	  ini:	  
› Konsep	  diri.	  Anak-­‐anak	  berkebutuhan	  khusus	  melaporkan	  bahwa	  mereka	  merima	  diri	  mereka	  memiliki	  
kebutuhan	  khusus.	  Tema	  ini	  muncul	  merespon	  praktik	  penggunaan	  label	  seperti	  ‘Anak	  Inklusi’,	  ‘Hari	  
Inklusi’,	  ‘Ruang	  Inklusi’	  berikut	  pembedaannya	  dengan	  anak	  tanpa	  kebutuhan	  khusus,	  misalnya	  ‘ABK	  –	  
reguler’,	  ‘Khusus	  –	  reguler’.	  
› Bullying.	  Kebutuhan	  untuk	  merasa	  aman	  dan	  bebas	  dari	  	  bullying	  merupakan	  keprihatinan	  yang	  
diekspresikan	  baik	  anak	  dengan	  dan	  tanpa	  kebutuhan	  khusus.	  Bentuk-­‐bentuk	  bullying	  antara	  lain	  
memanggil	  nama	  dengan	  sebutan	  yang	  menyakitkan,	  mengejek,	  menendang,	  menyembunyikan	  barang-­‐
barang.	  
› Teman	  dan	  persahabatan.	  Anak-­‐anak	  mengekspresikan	  bahwa	  memiliki	  teman	  dan	  persahabatan	  adalah	  
sangat	  penting	  dalam	  kehidupan	  di	  sekolah.	  Beberapa	  anak	  melaporkan	  bahwa	  dirinya	  mengalami	  isolasi	  
sosial	  karena	  kebutuhan	  khusus	  dan	  label	  yang	  diberikan	  kepada	  mereka.	  Anak-­‐anak	  tersebut	  sangat	  
berharap	  mempunyai	  satu	  teman	  saja	  atau	  lebih	  atau	  sekedar	  diajak	  untuk	  bermain	  saat	  istirahat.	  
› Keterlibatan.	  Belajar,	  membaca,	  menulis,	  jalan-­‐jalan	  dan	  olahraga	  adalah	  kegiatan	  yang	  disukai	  anak-­‐anak.	  
Bermain	  saat	  istirahat	  adalah	  hal	  paling	  favorit	  di	  sekolah	  dan	  anak-­‐anak	  berharap	  belajar	  di	  kelas	  dengan	  
cara	  bermain.	  Sementara	  itu,	  beberapa	  situasi	  yang	  digambarkan	  oleh	  anak-­‐anak	  menjadikan	  mereka	  tidak	  
terlibat	  dalam	  pelajaran	  adalah	  sulitnya	  memahami	  materi,	  tidak	  tertarik	  dalam	  kegiatan	  yang	  diberikan,	  
guru	  yang	  galak,	  dan	  tidak	  ada	  pendekatan/support	  secara	  personal	  dari	  guru	  atau	  GPK.	  
› Tidak	  naik	  kelas/tidak	  bisa	  mengakses	  kurikulum.	  Anak-­‐anak	  dengan	  kebutuhan	  khusus,	  terutama	  dengan	  
hambatan	  intelektual,	  menyampaikan	  harapan	  mereka	  agar	  bisa	  terus	  naik	  kelas	  bersama	  dengan	  teman-­‐
teman	  mereka.	  
› Partisipasi.	  Anak-­‐anak	  dengan	  kebutuhan	  khusus	  melaporkan	  bahwa	  mereka	  merasa	  sangat	  senang	  ketika	  
diberi	  kesempatan	  untuk	  bisa	  berpartisipasi	  dalam	  berbagai	  kegiatan	  sekolah,	  misalnya	  menjadi	  petugas	  
upacara.	  Anak-­‐anak	  dengan	  kebutuhan	  khusus	  fisik	  berharap	  bisa	  lebih	  berpartisipasi	  dalam	  olahraga.	  Disisi	  
lain,	  anak-­‐anak	  di	  kelas	  reguler	  menyatakan	  pendapat	  mereka	  bahwa	  mereka	  juga	  ingin	  mempelajari	  apa	  
yang	  dipelajari	  anak-­‐anak	  dengan	  kebutuhan	  khusus	  seperti	  life	  skill	  dan	  ‘Hari	  Inklusi’.	  	  
› Makna	  sekolah	  inklusi.	  Hasil	  dari	  penelitian	  oleh	  anak-­‐anak	  salah	  satunya	  memberikan	  pemahaman	  anak	  
tentang	  inklusi	  dan	  bagaimana	  seharusnya	  peran	  sekolah	  inklusi.	  Sekolah	  inklusi	  diharapkan	  oleh	  anak-­‐anak	  
sebagai	  tempat	  dimana	  semua	  anak	  bisa	  belajar	  dan	  mengembangkan	  potensi	  atau	  kekuatan	  mereka.	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Hearing	  Voices:	  Children’s	  Experiences	  of	  Inclusion	  	  
Principal	  
	  
Name	  of	  Principal	  
Principal	  of	  (Name	  of	  school)	  
School	  address	  
Yogyakarta,	  Indonesia	  
	  
Dear	  Ms	  (Name	  of	  Principal),	  
	  
I	  would	  like	  to	  thank	  you	  and	  (Name	  of	  school)	  for	  participating	  in	  the	  research	  entitled	  Hearing	  
Voices:	  Children’s	  Experiences	  of	  Inclusion.	  The	  project	  aims	  to	  investigate	  students’	  experiences	  of	  
inclusion	  in	  public	  primary	  schools.	  	  
	  
Following	  the	  overall	  results	  of	  the	  study	  that	  we	  sent	  you,	  we	  are	  inviting	  you	  to	  participate	  in	  a	  
focus	  group	  discussion	  as	  an	  additional	  phase	  of	  the	  study.	  The	  focus	  group	  will	  also	  involve	  teachers	  
and	  parents	  who	  participated	  in	  the	  study.	  Participants	  in	  the	  focus	  group	  will	  be	  able	  to	  ask	  
questions	  they	  may	  have	  with	  regard	  to	  the	  overall	  results	  and	  discuss	  opportunities	  on	  how	  the	  
school	  community	  would	  involve	  children’s	  voice	  to	  uphold	  the	  principles	  of	  inclusion.	  	  	  
	  
Please	  find	  attached	  PIS	  and	  PCF	  for	  further	  information	  and	  to	  confirm	  your	  participation	  in	  this.	  
	  
Thank	  you	  for	  your	  supports	  towards	  this	  study.	  
	  
Kind	  regards,	  
	  
	  
Elga	  Andriana	  
PhD	  student	  
Faculty	  of	  Education	  and	  Social	  Work	  
The	  University	  of	  Sydney	  
Email:	  elga.andriana@sydney.edu.au	  
Indonesian	  Mobile	  Number:	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  of	  Education	  and	  
Social	  Work	  	  
	   	  ABN	  15	  211	  513	  464	   	  	   David	  Evans	  	  PhD	  
	  Associate	  Professor	  of	  Special	  Education	  	   Room	  707	  Education	  Building	  |	  A35	  The	  University	  of	  Sydney	  	  NSW	  2006	  AUSTRALIA	  Telephone:	  	  	  +61	  2	  9351	  8463	  Facsimile:	   	  +61	  2	  9351	  2606	  Email:	  david.evans@sydney.edu.au	  Web:	  http://www.sydney.edu.au/	  
Hearing	  Voices:	  Children’s	  Experiences	  of	  Inclusion	  	  
Parent	  
Name	  of	  parent	  
Class	  and	  school	  
School	  address	  
Yogyakarta,	  Indonesia	  
	  
Dear	  Mrs/Mr	  (name	  of	  parent),	  
	  
I	  would	  like	  to	  thank	  you	  and	  (Name	  of	  school)	  for	  participating	  in	  the	  research	  entitled	  Hearing	  
Voices:	  Children’s	  Experiences	  of	  Inclusion.	  The	  project	  aims	  to	  investigate	  students’	  experiences	  of	  
inclusion	  in	  public	  primary	  schools.	  	  
	  
Following	  the	  overall	  results	  of	  the	  study	  that	  we	  sent	  you,	  we	  are	  inviting	  you	  to	  participate	  in	  a	  
focus	  group	  discussion	  as	  an	  additional	  phase	  of	  the	  study.	  The	  focus	  group	  will	  also	  involve	  principal,	  
teachers	  and	  parents	  who	  participated	  in	  the	  study.	  Participants	  in	  the	  focus	  group	  will	  be	  able	  to	  ask	  
questions	  they	  may	  have	  with	  regard	  to	  the	  overall	  results	  and	  discuss	  opportunities	  on	  how	  the	  
school	  community	  would	  involve	  children’s	  voice	  to	  uphold	  the	  principles	  of	  inclusion.	  	  	  
	  
Please	  find	  attached	  PIS	  and	  PCF	  for	  further	  information	  and	  to	  confirm	  your	  participation	  in	  this.	  
	  
Thank	  you	  for	  your	  supports	  towards	  this	  study.	  
	  
Kind	  regards,	  
	  
Elga	  Andriana	  
PhD	  student	  
Faculty	  of	  Education	  and	  Social	  Work	  
The	  University	  of	  Sydney	  
Email:	  elga.andriana@sydney.edu.au	  
Indonesian	  Mobile	  Number:	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Faculty	  of	  Education	  and	  Social	  
Work	  	  
	   	  ABN	  15	  211	  513	  464	   	  
	   David	  Evans	  	  PhD	  
	  Associate	  Professor	  of	  Special	  Education	  	  
Room	  707	  
Education	  Building	  |	  A35	  
The	  University	  of	  Sydney	  	  
NSW	  2006	  AUSTRALIA	  
Telephone:	  	  	  +61	  2	  9351	  8463	  
Facsimile:	   	  +61	  2	  9351	  2606	  
Email:	  david.evans@sydney.edu.au	  
Web:	  http://www.sydney.edu.au/	  
	  
Hearing	  Voices:	  Children’s	  Experiences	  of	  Inclusion	  	  
Student	  
Name	  of	  Child	  
Year	  level	  
School	  address	  
Yogyakarta,	  Indonesia	  
	  
Hello	  (name	  of	  child),	  
	  
I	  want	  to	  thank	  you	  for	  participating	  in	  the	  study	  entitled	  Hearing	  Voices:	  Children’s	  Experiences	  of	  
Inclusion.	  The	  project	  aims	  to	  explore	  students’	  experiences	  of	  inclusion	  in	  public	  primary	  schools.	  	  
	  
You	  received	  the	  overall	  results	  of	  this	  study.	  We	  are	  now	  inviting	  you	  to	  participate	  in	  a	  focus	  group	  
as	  an	  additional	  phase	  of	  the	  study.	  In	  this	  focus	  group,	  you	  can	  ask	  questions	  about	  the	  overall	  
results,	  tell	  stories	  of	  your	  recent	  experiences	  or	  give	  your	  ideas	  on	  opportunities	  for	  students’	  voice	  
to	  support	  inclusion	  at	  your	  school.	  
	  
We	  have	  attached	  PIS	  and	  PCF	  for	  you	  to	  help	  you	  to	  decide	  whether	  you	  want	  to	  participate	  or	  not.	  
	  
	  
Kind	  regards,	  
	  
	  
	  
	  
Elga	  Andriana	  
PhD	  student	  
Faculty	  of	  Education	  and	  Social	  Work	  
The	  University	  of	  Sydney	  
Email:	  elga.andriana@sydney.edu.au	  
Indonesian	  Mobile	  Number:	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Faculty	  of	  Education	  and	  Social	  
Work	  	  
	   	  ABN	  15	  211	  513	  464	   	  
	   David	  Evans	  	  PhD	  
	  Associate	  Professor	  of	  Special	  Education	  	  
Room	  707	  
Education	  Building	  |	  A35	  
The	  University	  of	  Sydney	  	  
NSW	  2006	  AUSTRALIA	  
Telephone:	  	  	  +61	  2	  9351	  8463	  
Facsimile:	   	  +61	  2	  9351	  2606	  
Email:	  david.evans@sydney.edu.au	  
Web:	  http://www.sydney.edu.au/	  
	  
Hearing	  Voices:	  Children’s	  Experiences	  of	  Inclusion	  	  
Teacher	  
	  
Name	  of	  teacher	  
Name	  of	  school	  
School	  address	  
Yogyakarta,	  Indonesia	  
	  
Dear	  Ms/Mr	  name	  of	  teacher,	  
	  
I	  would	  like	  to	  thank	  you	  and	  (Name	  of	  school)	  for	  participating	  in	  the	  research	  entitled	  Hearing	  
Voices:	  Children’s	  Experiences	  of	  Inclusion.	  The	  project	  aims	  to	  investigate	  students’	  experiences	  of	  
inclusion	  in	  public	  primary	  schools.	  	  
	  
Following	  the	  overall	  results	  of	  the	  study	  that	  we	  sent	  you,	  we	  are	  inviting	  you	  to	  participate	  in	  a	  
focus	  group	  discussion	  as	  an	  additional	  phase	  of	  the	  study.	  The	  focus	  group	  will	  also	  involve	  principal,	  
teachers	  and	  parents	  who	  participated	  in	  the	  study.	  Participants	  in	  the	  focus	  group	  will	  be	  able	  to	  ask	  
questions	  they	  may	  have	  with	  regard	  to	  the	  overall	  results	  and	  discuss	  opportunities	  on	  how	  the	  
school	  community	  would	  involve	  children’s	  voice	  to	  uphold	  the	  principles	  of	  inclusion.	  	  	  
	  
Please	  find	  attached	  PIS	  and	  PCF	  for	  further	  information	  and	  to	  confirm	  your	  participation	  in	  this.	  
	  
Thank	  you	  for	  your	  supports	  towards	  this	  study.	  
	  
Kind	  regards,	  
	  
	  
Elga	  Andriana	  
PhD	  student	  
Faculty	  of	  Education	  and	  Social	  Work	  
The	  University	  of	  Sydney	  
Email:	  elga.andriana@sydney.edu.au	  
Indonesian	  Mobile	  Number:	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Faculty	  of	  Education	  and	  Social	  Work	  	  
	   	  
	  ABN	  15	  211	  513	  464	  
	  
	   David	  Evans	  PhD	  
Associate	  Professor	  of	  Special	  Education	  	  
Room	  707	  
Education	  Building	  |	  A35	  
The	  University	  of	  Sydney	  	  
NSW	  2006	  AUSTRALIA	  
Telephone:	  	  	  +61	  2	  9351	  8463	  
Facsimile:	   	  +61	  2	  9351	  2606	  
Email:	  david.evans@sydney.edu.au	  
Web:	  http://www.sydney.edu.au/	  
	  
Hearing	  Voices:	  Children’s	  Experiences	  of	  Inclusion	  	  
	  
PARTICIPANT	  INFORMATION	  STATEMENT	  
Additional	  Phase-­‐Focus	  Group	  Discussion	  
	  
Principal	  
	  
(40) What	  is	  this	  study	  about	  
	  
Your	  school	   is	   invited	  to	  participate	   in	  an	  additional	  phase	  of	   the	  study	  that	  will	   involve	  a	   focus	  
group	  discussion.	  	  
	  
This	  Participant	  Information	  Statement	  tells	  you	  about	  the	  focus	  group.	  Knowing	  what	  is	  involved	  
will	  help	  you	  decide	   if	  you	  want	  your	  school	  to	  take	  part	   in	  the	  research.	  Please	  read	  this	  sheet	  
carefully	   and	   ask	   questions	   about	   anything	   that	   you	   don’t	   understand	   or	   want	   to	   know	  more	  
about.	  	  
	  
Participation	  in	  this	  focus	  group	  by	  your	  school	  is	  voluntary.	  So	  it’s	  up	  to	  you	  whether	  you	  wish	  for	  
your	  school	  to	  take	  part	  or	  not.	  	  
	  
By	  giving	  your	  consent	  to	  take	  part	  in	  this	  study	  you	  are	  telling	  us	  that	  you:	  
ü Understand	  what	  you	  have	  read	  
ü Agree	  for	  your	  school	  to	  take	  part	  in	  the	  research	  study	  as	  outlined	  below	  
ü Agree	  to	  the	  use	  of	  personal	  information	  as	  described.	  
	  
You	  will	  be	  given	  a	  copy	  of	  this	  Participant	  Information	  Statement	  to	  keep.	  
	  
(41) Who	  is	  running	  the	  focus	  group?	  
	  
Elga	  Andriana	  is	  running	  the	  focus	  group	  as	  an	  additional	  phase	  of	  the	  study.	  This	  will	  take	  place	  
under	  the	  supervision	  of	  Dr	  David	  Evans,	  Associate	  Professor	  Special	  Education,	  The	  University	  of	  
Sydney.	  
	  
(42) What	  will	  the	  focus	  group	  involve	  for	  me?	  
	  
 358 
	  
Participants	  of	  this	  study	  have	  received	  the	  overall	  results	  of	  the	  study	  as	  they	  requested.	  The	  
focus	  group	  will	  allow	  the	  participants	  to	  ask	  questions	  in	  regard	  to	  the	  overall	  results,	  inform	  the	  
researcher	  some	  recent	  conditions	  and	  discuss	  together	  opportunities	  on	  including	  students’	  
voice	  to	  uphold	  the	  principles	  of	  inclusion	  at	  your	  school.	  
In	  agreeing	  to	  participate	  in	  this	  focus	  group,	  we	  ask	  that	  you	  provide	  the	  following	  assistance:	  
• Distribute	   invitation	   letter,	   Participants	   Information	   Sheet	   and	  Participant	  Consent	   form	   for	  	  
students,	  teachers	  and	  parents	  who	  participated	  in	  the	  previous	  phase	  of	  the	  study.	  	  
	  
(43) How	  much	  of	  my	  time	  will	  the	  focus	  group	  take?	  
	  
We	  anticipate	  the	  focus	  group	  will	  take	  up	  60	  minutes	  for	  adults	  and	  30	  minutes	  for	  students.	  
	  
	  
(44) Who	  can	  take	  part	  in	  the	  focus	  group?	  
	  
The	   focus	   group	   will	   involve	   students,	   principal,	   teachers	   and	   parents	   who	   participated	   in	   the	  
previous	  phase	  of	  the	  study.	  	  
	  
(45) Do	  I	  have	  to	  be	  in	  this	  additional	  phase	  of	  the	  study?	  Can	  I	  withdraw	  from	  the	  focus	  group	  once	  
I've	  started?	  
	  
Being	  in	  this	  focus	  group	  is	  completely	  voluntary	  and	  you	  do	  not	  have	  to	  take	  part.	  Your	  decision	  
whether	  to	  participate	  will	  not	  affect	  your	  current	  or	  future	  relationship	  with	  the	  researchers,	  the	  
Department	  of	  Education	  in	  Yogyakarta	  City	  or	  anyone	  else	  at	  the	  University	  of	  Sydney.	  	  
	  
If	  you	  decide	  to	  take	  part	  and	  then	  change	  your	  mind	  later,	  you	  are	  free	  to	  withdraw	  at	  any	  time.	  
You	  can	  do	  this	  by	  informing	  the	  researchers	  that	  your	  school	  no	  longer	  wishes	  to	  participate.	  	  
	  
During	   the	   focus	   group,	   participants	   are	   free	   to	   stop	   participating	   at	   any	   stage	   or	   to	   refuse	   to	  
answer	  any	  of	   the	  questions.	  However,	   it	  will	  not	  be	  possible	   to	  withdraw	   individual	  comments	  
from	  our	  records	  once	  the	  group	  has	  started,	  as	  it	  is	  a	  group	  discussion.	  	  
	  
If	  you	  decide	  to	  withdraw	  from	  the	  study,	  we	  will	  not	  collect	  any	  more	  information	  from	  you.	  Any	  
information	  that	  we	  have	  already	  collected,	  however,	  will	  be	  kept	  in	  our	  study	  records	  and	  may	  be	  
included	  in	  the	  study	  results.	  
	  
(46) Are	  there	  any	  risks	  or	  costs	  associated	  with	  being	  in	  the	  focus	  group?	  
	  
Aside	  from	  giving	  up	  your	  time,	  we	  do	  not	  expect	  that	  there	  will	  be	  any	  risks	  or	  costs	  associated	  
with	  taking	  part	  in	  this	  study.	  
	  
(47) Are	  there	  any	  benefits	  associated	  with	  being	  in	  the	  focus	  group?	  
	  
The	  study	  has	  reported	  an	  overall	  result	  to	  the	  research	  participants.	  Being	  in	  this	  focus	  group	  will	  
allow	   participants	   to	   ask	   questions	   about	   the	   results,	   share	   recent	   conditions	   and	   discuss	  
opportunities	  to	  involve	  students	  voice	  to	  support	  inclusion	  in	  your	  school.	  
	  
(48) What	  will	  happen	  to	  information	  that	  is	  collected	  during	  the	  study?	  
	  
By	  providing	  your	  consent,	  you	  are	  agreeing	  to	  us	  collecting	  personal	  information	  about	  you	  and	  
the	  other	  participants	  from	  your	  school	  for	  the	  purposes	  of	  the	  focus	  group.	  The	  information	  will	  
only	   be	   used	   for	   the	   purposes	   outlined	   in	   this	   Participant	   Information	   Statement,	   unless	   you	  
consent	  otherwise.	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The	  information	  will	  be	  stored	  securely	  and	  your	  school’s	  identity/information	  will	  be	  kept	  strictly	  
confidential,	  except	  as	  required	  by	  law.	  Study	  findings	  may	  be	  published,	  but	  you	  and	  your	  school	  
will	  not	  be	  individually	  identifiable	  in	  these	  publications.	  
	  
(49) Can	  I	  tell	  other	  people	  about	  the	  focus	  group?	  
	  
	   Yes,	  you	  are	  welcome	  to	  tell	  other	  people	  about	  this	  additional	  phase	  of	  the	  study.	  
	  
(50) What	  if	  I	  would	  like	  further	  information	  about	  the	  study?	  
	  
When	  you	  have	  read	  this	  information,	  Elga	  Andriana	  will	  be	  available	  to	  discuss	  it	  with	  you	  further	  
and	   answer	   any	   questions	   you	  may	   have.	   If	   you	   or	   your	   child	  would	   like	   to	   know	  more	   at	   any	  
stage	   during	   the	   study,	   please	   feel	   free	   to	   contact	   Dr	   David	   Evans,	   Associate	   Professor	   Special	  
Education,	  on	  02	  9351	  8463	  or	  via	  email	  at:	  david.evans@sydney.edu.au	  
	  
(51) Will	  I	  be	  told	  the	  results	  of	  this	  focus	  group?	  
	  
You	  have	  a	  right	  to	  receive	  feedback	  about	  the	  overall	  results	  of	  this	  focus	  group.	  You	  can	  tell	  us	  
that	  you	  wish	  to	  receive	  feedback	  by	  ticking	  the	  relevant	  box	  on	  the	  consent	  form.	  This	  feedback	  
will	  be	  in	  the	  form	  of	  a	  one	  page	  lay	  summary.	  	  
	  	  
(52) What	  if	  I	  have	  a	  complaint	  or	  any	  concerns	  about	  this	  phase?	  
	  
Research	   involving	  humans	   in	  Australia	   is	   reviewed	  by	  an	   independent	  group	  of	  people	  called	  a	  
Human	  Research	  Ethics	  Committee	  (HREC).	  The	  ethical	  aspects	  of	  this	  study	  have	  been	  approved	  
by	  the	  HREC	  of	  the	  University	  of	  Sydney.	  As	  part	  of	  this	  process,	  we	  have	  agreed	  to	  carry	  out	  the	  
study	   according	   to	   the	  National	   Statement	   on	   Ethical	   Conduct	   in	   Human	   Research	   (2007).	  This	  
statement	  has	  been	  developed	  to	  protect	  people	  who	  agree	  to	  take	  part	  in	  research	  studies.	  
	  
If	  you	  are	  concerned	  about	  the	  way	  this	  study	  is	  being	  conducted	  or	  you	  wish	  to	  make	  a	  complaint	  
to	  someone	  independent	  from	  the	  study,	  please	  contact	  Admila	  Rosada	  at	  +62817265273	  to	  help	  
you	  write	  an	  email	  to	  the	  university	  using	  the	  details	  outlined	  below.	  Please	  quote	  the	  study	  title	  
and	  protocol	  number	  2014/829.	  	  
The	  Manager,	  Ethics	  Administration,	  University	  of	  Sydney:	  
• Telephone:	  +61	  2	  8627	  8176	  
• Email:	  ro.humanethics@sydney.edu.au	  
• Fax:	  +61	  2	  8627	  8177	  (Facsimile)	  
This	  information	  sheet	  is	  for	  you	  to	  keep	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Hearing	  Voices:	  Children’s	  Experiences	  of	  Inclusion	  	  
	  
PARTICIPANT	  INFORMATION	  STATEMENT	  
Additional	  Phase-­‐Focus	  Group	  Discussion	  
	  
Principal	  
	  
(1) What	  is	  this	  study	  about	  
Your	  are	  invited	  to	  participate	  in	  an	  additional	  phase	  of	  the	  study	  that	  will	  involve	  a	  focus	  group	  
discussion.	  	  
	  
This	  Participant	  Information	  Statement	  tells	  you	  about	  the	  focus	  group.	  Knowing	  what	  is	  involved	  
will	  help	  you	  decide	  if	  you	  want	  to	  take	  part	  in	  the	  research.	  Please	  read	  this	  sheet	  carefully	  and	  
ask	  questions	  about	  anything	  that	  you	  don’t	  understand	  or	  want	  to	  know	  more	  about.	  	  
	  
Participation	  in	  this	  focus	  group	  is	  voluntary.	  So	  it’s	  up	  to	  you	  whether	  you	  want	  to	  take	  part	  or	  
not.	  	  
	  
By	  giving	  your	  consent	  to	  take	  part	  in	  this	  study	  you	  are	  telling	  us	  that	  you:	  
ü Understand	  what	  you	  have	  read	  
ü Agree	  for	  your	  school	  to	  take	  part	  in	  the	  research	  study	  as	  outlined	  below	  
ü Agree	  to	  the	  use	  of	  personal	  information	  as	  described.	  
	  
You	  will	  be	  given	  a	  copy	  of	  this	  Participant	  Information	  Statement	  to	  keep.	  
	  
(2) Who	  is	  running	  the	  focus	  group?	  
Elga	  Andriana	  is	  running	  the	  focus	  group	  as	  an	  additional	  phase	  of	  the	  study.	  This	  will	  take	  place	  
under	  the	  supervision	  of	  Dr	  David	  Evans,	  Associate	  Professor	  Special	  Education,	  The	  University	  of	  
Sydney.	  
	  
(3) What	  will	  the	  focus	  group	  involve	  for	  me?	  
Participants	  of	  this	  study	  have	  received	  the	  overall	  results	  of	  the	  study	  as	  they	  requested.	  The	  
focus	  group	  will	  allow	  the	  participants	  to	  ask	  questions	  in	  regard	  to	  the	  overall	  results,	  inform	  the	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researcher	  some	  recent	  conditions	  and	  discuss	  together	  opportunities	  on	  including	  students’	  
voice	  to	  uphold	  the	  principles	  of	  inclusion	  at	  your	  school.	  
	  
(4) How	  much	  of	  my	  time	  will	  the	  focus	  group	  take?	  
We	  anticipate	  the	  focus	  group	  will	  take	  up	  60	  minutes	  for	  adults	  and	  30	  minutes	  for	  students.	  
	  
(5) Who	  can	  take	  part	  in	  the	  focus	  group?	  
The	   focus	   group	   will	   involve	   students,	   principal,	   teachers	   and	   parents	   who	   participated	   in	   the	  
previous	  phase	  of	  the	  study.	  	  
	  
(6) Do	  I	  have	  to	  be	  in	  this	  additional	  phase	  of	  the	  study?	  Can	  I	  withdraw	  from	  the	  focus	  group	  once	  
I've	  started?	  
Being	  in	  this	  focus	  group	  is	  completely	  voluntary	  and	  you	  do	  not	  have	  to	  take	  part.	  Your	  decision	  
whether	  to	  participate	  will	  not	  affect	  your	  current	  or	  future	  relationship	  with	  the	  researchers,	  the	  
Department	  of	  Education	  in	  Yogyakarta	  City	  or	  anyone	  else	  at	  the	  University	  of	  Sydney.	  	  
	  
If	  you	  decide	  to	  take	  part	  and	  then	  change	  your	  mind	  later,	  you	  are	  free	  to	  withdraw	  at	  any	  time.	  
You	  can	  do	  this	  by	  informing	  the	  researchers	  that	  your	  school	  no	  longer	  wishes	  to	  participate.	  	  
	  
During	   the	   focus	   group,	   participants	   are	   free	   to	   stop	   participating	   at	   any	   stage	   or	   to	   refuse	   to	  
answer	  any	  of	   the	  questions.	  However,	   it	  will	  not	  be	  possible	   to	  withdraw	   individual	  comments	  
from	  our	  records	  once	  the	  group	  has	  started,	  as	  it	  is	  a	  group	  discussion.	  	  
	  
If	  you	  decide	  to	  withdraw	  from	  the	  study,	  we	  will	  not	  collect	  any	  more	  information	  from	  you.	  Any	  
information	  that	  we	  have	  already	  collected,	  however,	  will	  be	  kept	  in	  our	  study	  records	  and	  may	  be	  
included	  in	  the	  study	  results.	  
	  
(7) Are	  there	  any	  risks	  or	  costs	  associated	  with	  being	  in	  the	  focus	  group?	  
Aside	  from	  giving	  up	  your	  time,	  we	  do	  not	  expect	  that	  there	  will	  be	  any	  risks	  or	  costs	  associated	  
with	  taking	  part	  in	  this	  study.	  
	  
(8) Are	  there	  any	  benefits	  associated	  with	  being	  in	  the	  focus	  group?	  
The	  study	  has	  reported	  an	  overall	  result	  to	  the	  research	  participants.	  Being	  in	  this	  focus	  group	  will	  
allow	   participants	   to	   ask	   questions	   about	   the	   results,	   share	   recent	   conditions	   and	   discuss	  
opportunities	  to	  involve	  students	  voice	  to	  support	  inclusion	  in	  your	  school.	  
	  
(9) What	  will	  happen	  to	  information	  that	  is	  collected	  during	  the	  focus	  group?	  
By	  providing	  your	  consent,	  you	  are	  agreeing	  to	  us	  collecting	  personal	  information	  about	  you	  and	  
the	  other	  participants	  from	  your	  school	  for	  the	  purposes	  of	  the	  focus	  group.	  The	  information	  will	  
only	   be	   used	   for	   the	   purposes	   outlined	   in	   this	   Participant	   Information	   Statement,	   unless	   you	  
consent	  otherwise.	  
	  
The	   information	   will	   be	   stored	   securely	   and	   your	   identity/information	   will	   be	   kept	   strictly	  
confidential,	  except	  as	  required	  by	  law.	  Study	  findings	  may	  be	  published,	  but	  you	  and	  your	  school	  
will	  not	  be	  individually	  identifiable	  in	  these	  publications.	  
	  
(10) Can	  I	  tell	  other	  people	  about	  the	  focus	  group?	  
	   Yes,	  you	  are	  welcome	  to	  tell	  other	  people	  about	  this	  additional	  phase	  of	  the	  study.	  
	  
(11) What	  if	  I	  would	  like	  further	  information	  about	  the	  study?	  
When	  you	  have	  read	  this	  information,	  Elga	  Andriana	  will	  be	  available	  to	  discuss	  it	  with	  you	  further	  
and	   answer	   any	   questions	   you	  may	   have.	   If	   you	   or	   your	   child	  would	   like	   to	   know	  more	   at	   any	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stage	   during	   the	   study,	   please	   feel	   free	   to	   contact	   Dr	   David	   Evans,	   Associate	   Professor	   Special	  
Education,	  on	  02	  9351	  8463	  or	  via	  email	  at:	  david.evans@sydney.edu.au	  
	  
(12) Will	  I	  be	  told	  the	  results	  of	  this	  focus	  group?	  
You	  have	  a	  right	  to	  receive	  feedback	  about	  the	  overall	  results	  of	  this	  focus	  group.	  You	  can	  tell	  us	  
that	  you	  wish	  to	  receive	  feedback	  by	  ticking	  the	  relevant	  box	  on	  the	  consent	  form.	  This	  feedback	  
will	  be	  in	  the	  form	  of	  a	  one	  page	  lay	  summary.	  	  
	  	  
(13) What	  if	  I	  have	  a	  complaint	  or	  any	  concerns	  about	  this	  focus	  group?	  
Research	   involving	  humans	   in	  Australia	   is	   reviewed	  by	  an	   independent	  group	  of	  people	  called	  a	  
Human	  Research	  Ethics	  Committee	  (HREC).	  The	  ethical	  aspects	  of	  this	  study	  have	  been	  approved	  
by	  the	  HREC	  of	  the	  University	  of	  Sydney.	  As	  part	  of	  this	  process,	  we	  have	  agreed	  to	  carry	  out	  the	  
study	   according	   to	   the	  National	   Statement	   on	   Ethical	   Conduct	   in	   Human	   Research	   (2007).	   This	  
statement	  has	  been	  developed	  to	  protect	  people	  who	  agree	  to	  take	  part	  in	  research	  studies.	  
	  
If	  you	  are	  concerned	  about	  the	  way	  this	  study	  is	  being	  conducted	  or	  you	  wish	  to	  make	  a	  complaint	  
to	  someone	  independent	  from	  the	  study,	  please	  contact	  Admila	  Rosada	  at	  +62817265273	  to	  help	  
you	  write	  an	  email	  to	  the	  university	  using	  the	  details	  outlined	  below.	  Please	  quote	  the	  study	  title	  
and	  protocol	  number.	  	  
The	  Manager,	  Ethics	  Administration,	  University	  of	  Sydney:	  
• Telephone:	  +61	  2	  8627	  8176	  
• Email:	  ro.humanethics@sydney.edu.au	  
• Fax:	  +61	  2	  8627	  8177	  (Facsimile)	  
This	  information	  sheet	  is	  for	  you	  to	  keep	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  513	  464	  
	  
	   David	  Evans	  PhD	  
Associate	  Professor	  of	  Special	  Education	  	  
Room	  707	  
Education	  Building	  |	  A35	  
The	  University	  of	  Sydney	  	  
NSW	  2006	  AUSTRALIA	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  +61	  2	  9351	  8463	  
Facsimile:	   	  +61	  2	  9351	  2606	  
Email:	  david.evans@sydney.edu.au	  
Web:	  http://www.sydney.edu.au/	  
	  
	  
Hearing	  Voices:	  Children’s	  Experiences	  of	  Inclusion	  	  
	  
PARTICIPANT	  INFORMATION	  STATEMENT	  
Additional	  Phase-­‐Focus	  Group	  Discussion	  
	  
Special	  Need	  Teacher	  
	  
(53) What	  is	  this	  study	  about?	  
	  
You	  are	  invited	  to	  take	  part	  in	  a	  focus	  group	  as	  an	  additional	  phase	  of	  the	  study.	  
	  
You	  have	  been	  invited	  to	  participate	  in	  this	  study	  because	  you	  participated	  in	  the	  previous	  phase	  of	  the	  
study.	   Your	   Principal	   has	   expressed	   interest	   in	   your	   school	   participating	   in	   the	   focus	   group	   and	   this	  
Participant	   Information	  Statement	  tells	  you	  about	   it.	  Knowing	  what	   is	   involved	  will	  help	  you	  decide	   if	  
you	  want	  to	  take	  part	  in	  the	  research.	  Please	  read	  this	  sheet	  carefully	  and	  ask	  questions	  about	  anything	  
that	  you	  don’t	  understand	  or	  want	  to	  know	  more	  about.	  	  
	  
Participation	  in	  this	  focus	  group	  is	  voluntary.	  So	  it’s	  up	  to	  you	  whether	  you	  wish	  to	  take	  part	  or	  not.	  	  
	  
By	  giving	  your	  consent	  to	  take	  part	  in	  this	  study	  you	  are	  telling	  us	  that	  you:	  
ü Understand	  what	  you	  have	  read	  
ü Agree	  to	  take	  part	  in	  the	  research	  study	  as	  outlined	  below	  
ü Agree	  to	  the	  use	  of	  your	  personal	  information	  as	  described.	  
	  
You	  will	  be	  given	  a	  copy	  of	  this	  Participant	  Information	  Statement	  to	  keep.	  
	  
(54) Who	  is	  running	  the	  focus	  group?	  
	  
Elga	   Andriana	   is	   running	   the	   focus	   group	   as	   an	   additional	   phase	   of	   the	   study.	   This	  will	   take	   place	  
under	   the	   supervision	   of	   Dr	   David	   Evans,	   Associate	   Professor	   Special	   Education,	   The	   University	   of	  
Sydney.	  
	  
(55) What	  will	  the	  focus	  group	  involve	  for	  me?	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Participants	  of	  this	  study	  have	  received	  the	  overall	  results	  of	  the	  study	  as	  they	  requested.	  The	  focus	  
group	  will	  allow	  the	  participants	  to	  ask	  questions	  in	  regard	  to	  the	  overall	  results,	  inform	  the	  
researcher	  some	  recent	  conditions	  and	  discuss	  together	  opportunities	  on	  including	  students’	  voice	  to	  
uphold	  the	  principles	  of	  inclusion	  at	  your	  school.	  
	  
(56) How	  much	  of	  my	  time	  will	  the	  focus	  group	  take?	  
	  
We	  anticipate	  the	  focus	  group	  will	  take	  up	  60	  minutes	  for	  adults	  and	  30	  minutes	  for	  students.	  
	  
	  
(57) Who	  can	  take	  part	  in	  the	  focus	  group?	  
	  
The	   focus	   group	   will	   involve	   students,	   principal,	   teachers	   and	   parents	   who	   participated	   in	   the	  
previous	  phase	  of	  the	  study.	  	  
	  
(58) Do	  I	  have	  to	  be	   in	  this	  additional	  phase	  of	  the	  study?	  Can	   I	  withdraw	  from	  the	  focus	  group	  once	  
I've	  started?	  
	  
Being	   in	   this	   focus	   group	   is	   completely	   voluntary	   and	   you	  do	  not	   have	   to	   take	  part.	   Your	   decision	  
whether	   to	  participate	  will	   not	   affect	   your	   current	  or	   future	   relationship	  with	   the	   researchers,	   the	  
Department	  of	  Education	  in	  Yogyakarta	  City	  or	  anyone	  else	  at	  the	  University	  of	  Sydney.	  	  
	  
If	  you	  decide	  to	  take	  part	  and	  then	  change	  your	  mind	  later,	  you	  are	  free	  to	  withdraw	  at	  any	  time.	  You	  
can	  do	  this	  by	  informing	  the	  researchers	  that	  you	  no	  longer	  wishes	  to	  participate.	  	  
	  
During	  the	  focus	  group,	  participants	  are	  free	  to	  stop	  participating	  at	  any	  stage	  or	  to	  refuse	  to	  answer	  
any	   of	   the	   questions.	   However,	   it	  will	   not	   be	   possible	   to	  withdraw	   individual	   comments	   from	  our	  
records	  once	  the	  group	  has	  started,	  as	  it	  is	  a	  group	  discussion.	  	  
	  
If	   you	  decide	   to	  withdraw	   from	   the	   study,	  we	  will	   not	   collect	   any	  more	   information	   from	  you.	  Any	  
information	  that	  we	  have	  already	  collected,	  however,	  will	  be	  kept	   in	  our	  study	  records	  and	  may	  be	  
included	  in	  the	  study	  results.	  
	  
(59) Are	  there	  any	  risks	  or	  costs	  associated	  with	  being	  in	  the	  focus	  group?	  
	  
Aside	  from	  giving	  up	  your	  time,	  we	  do	  not	  expect	  that	  there	  will	  be	  any	  risks	  or	  costs	  associated	  with	  
taking	  part	  in	  this	  study.	  
	  
(60) Are	  there	  any	  benefits	  associated	  with	  being	  in	  the	  focus	  group?	  
	  
The	  study	  has	  reported	  an	  overall	   result	   to	   the	  research	  participants.	  Being	   in	   this	   focus	  group	  will	  
allow	   participants	   to	   ask	   questions	   about	   the	   results,	   share	   recent	   conditions	   and	   discuss	  
opportunities	  to	  involve	  students	  voice	  to	  support	  inclusion	  in	  your	  school.	  
	  
(61) What	  will	  happen	  to	  information	  that	  is	  collected	  during	  the	  study?	  
	  
By	  providing	  your	  consent,	  you	  are	  agreeing	  to	  us	  collecting	  personal	  information	  about	  you	  and	  the	  
other	  participants	  from	  your	  school	  for	  the	  purposes	  of	  the	  focus	  group.	  The	  information	  will	  only	  be	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used	   for	   the	   purposes	   outlined	   in	   this	   Participant	   Information	   Statement,	   unless	   you	   consent	  
otherwise.	  
	  
The	   information	  will	   be	   stored	   securely	   and	   your	   school’s	   identity/information	  will	   be	   kept	   strictly	  
confidential,	  except	  as	  required	  by	  law.	  Study	  findings	  may	  be	  published,	  but	  you	  and	  your	  school	  will	  
not	  be	  individually	  identifiable	  in	  these	  publications.	  
	  
(62) Can	  I	  tell	  other	  people	  about	  the	  focus	  group?	  
	  
	   Yes,	  you	  are	  welcome	  to	  tell	  other	  people	  about	  this	  additional	  phase	  of	  the	  study.	  
	  
(63) What	  if	  I	  would	  like	  further	  information	  about	  the	  study?	  
	  
When	  you	  have	  read	  this	   information,	  Elga	  Andriana	  will	  be	  available	  to	  discuss	   it	  with	  you	  further	  
and	  answer	  any	  questions	  you	  may	  have.	  If	  you	  or	  your	  child	  would	  like	  to	  know	  more	  at	  any	  stage	  
during	  the	  study,	  please	  feel	   free	  to	  contact	  Dr	  David	  Evans,	  Associate	  Professor	  Special	  Education,	  
on	  02	  9351	  8463	  or	  via	  email	  at:	  david.evans@sydney.edu.au	  
	  
(64) Will	  I	  be	  told	  the	  results	  of	  this	  focus	  group?	  
	  
You	  have	  a	  right	  to	  receive	  feedback	  about	  the	  overall	  results	  of	  this	  focus	  group.	  You	  can	  tell	  us	  that	  
you	  wish	  to	  receive	  feedback	  by	  ticking	  the	  relevant	  box	  on	  the	  consent	  form.	  This	  feedback	  will	  be	  in	  
the	  form	  of	  a	  one	  page	  lay	  summary.	  	  
	  	  
(65) What	  if	  I	  have	  a	  complaint	  or	  any	  concerns	  about	  this	  phase?	  
	  
Research	   involving	   humans	   in	   Australia	   is	   reviewed	   by	   an	   independent	   group	   of	   people	   called	   a	  
Human	  Research	  Ethics	  Committee	  (HREC).	  The	  ethical	  aspects	  of	  this	  study	  have	  been	  approved	  by	  
the	  HREC	  of	  the	  University	  of	  Sydney.	  As	  part	  of	  this	  process,	  we	  have	  agreed	  to	  carry	  out	  the	  study	  
according	  to	   the	  National	  Statement	  on	  Ethical	  Conduct	   in	  Human	  Research	   (2007).	  This	  statement	  
has	  been	  developed	  to	  protect	  people	  who	  agree	  to	  take	  part	  in	  research	  studies.	  
	  
If	  you	  are	  concerned	  about	  the	  way	  this	  study	  is	  being	  conducted	  or	  you	  wish	  to	  make	  a	  complaint	  to	  
someone	  independent	  from	  the	  study,	  please	  contact	  Admila	  Rosada	  at	  +62817265273	  to	  help	  you	  
write	   an	   email	   to	   the	  university	   using	   the	  details	   outlined	  below.	   Please	  quote	   the	   study	   title	   and	  
protocol	  number	  2014/829.	  	  
The	  Manager,	  Ethics	  Administration,	  University	  of	  Sydney:	  
• Telephone:	  +61	  2	  8627	  8176	  
• Email:	  ro.humanethics@sydney.edu.au	  
• Fax:	  +61	  2	  8627	  8177	  (Facsimile)	  
	  
This	  information	  sheet	  is	  for	  you	  to	  keep	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Faculty	  of	  Education	  and	  Social	  Work	  	  
	   	  
	  ABN	  15	  211	  513	  464	  
	  
	   David	  Evans	  	  PhD	  
	  Associate	  Professor	  of	  Special	  Education	  	  
Room	  707	  
Education	  Building	  |	  A35	  
The	  University	  of	  Sydney	  	  
NSW	  2006	  AUSTRALIA	  
Telephone:	  	  	  +61	  2	  9351	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Web:	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Hearing	  Voices:	  Children’s	  Experiences	  of	  Inclusion	  	  
	  
	  
PARENTAL	  INFORMATION	  STATEMENT	  
Additional	  Phase-­‐Focus	  Group	  Discussion	  
	  
(1) What	  is	  this	  study	  about?	  
Your	  child	  is	  invited	  to	  participate	  in	  an	  additional	  phase	  of	  the	  study	  that	  will	  involve	  a	  focus	  group	  
discussion.	  	  
	  
Your	   child	   has	   been	   invited	   to	   participate	   in	   the	   focus	   group	   because	   she/he	   participated	   in	   the	  
previous	  phase	  of	  the	  study.	  This	  Participant	  Information	  Statement	  tells	  you	  about	  the	  focus	  group.	  
Knowing	  what	  is	  involved	  will	  help	  you	  decide	  if	  you	  want	  to	  let	  your	  child	  take	  part.	  Please	  read	  this	  
sheet	  carefully	  and	  ask	  questions	  about	  anything	  that	  you	  don’t	  understand	  or	  want	  to	  know	  more	  
about.	  	  
	  
Participation	  in	  this	  research	  study	  is	  voluntary.	  So	  it’s	  up	  to	  you	  whether	  you	  wish	  to	  let	  your	  child	  
take	  part	  or	  not.	  	  
	  
By	  giving	  your	  consent	  you	  are	  telling	  us	  that	  you:	  
ü Understand	  what	  you	  have	  read	  
ü Agree	  for	  your	  child	  to	  take	  part	  in	  the	  research	  study	  as	  outlined	  below	  
ü Agree	  to	  the	  use	  of	  your	  child’s	  personal	  information	  as	  described.	  
	  
You	  will	  be	  given	  a	  copy	  of	  this	  Parental	  Information	  Statement	  to	  keep.	  
	  
(2) Who	  is	  running	  the	  focus	  group?	  
Elga	   Andriana	   is	   running	   the	   focus	   group	   as	   an	   additional	   phase	   of	   the	   study.	   This	  will	   take	   place	  
under	   the	   supervision	   of	   Dr	   David	   Evans,	   Associate	   Professor	   Special	   Education,	   The	   University	   of	  
Sydney.	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(3) What	  will	  the	  focus	  group	  involve	  for	  me?	  
Participants	  of	  this	  study	  have	  received	  the	  overall	  results	  of	  the	  study	  as	  they	  requested.	  The	  focus	  
group	  will	  allow	  the	  participants	  to	  ask	  questions	  in	  regard	  to	  the	  overall	  results,	  inform	  the	  
researcher	  some	  recent	  conditions	  and	  discuss	  together	  opportunities	  on	  including	  students’	  voice	  to	  
uphold	  the	  principles	  of	  inclusion	  at	  your	  school.	  
	  
(4) How	  much	  time	  will	  the	  study	  take?	  
Your	  child’s	  involvement	  in	  this	  study	  will	  take	  up	  to	  30	  minutes.	  	  
	  
(5) Who	  can	  take	  part	  in	  the	  focus	  group?	  
The	   focus	   group	   will	   involve	   students,	   principal,	   teachers	   and	   parents	   who	   participated	   in	   the	  
previous	  phase	  of	  the	  study.	  	  
	  
(6) Does	  my	  child	  have	  to	  be	  in	  the	  focus	  group?	  Can	  they	  withdraw	  once	  they’ve	  started?	  
Being	   in	   this	   focus	   group	   is	   completely	   voluntary	   and	   your	   child	   does	   not	   have	   to	   take	   part.	   Your	  
decision	  whether	   to	   let	   them	  participate	  will	   not	  affect	   your/their	   relationship	  with	  your	  principal,	  
teachers	   in	   your	   school,	   the	   researchers	  or	   anyone	  else	   at	   the	  University	   of	   Sydney	  now	  or	   in	   the	  
future.	  	  
	  
If	  your	  child	  takes	  part	  in	  a	  focus	  group,	  they	  are	  free	  to	  stop	  participating	  at	  any	  stage	  or	  to	  refuse	  to	  
answer	  any	  of	  the	  questions.	  However,	  it	  will	  not	  be	  possible	  to	  withdraw	  their	  individual	  comments	  
from	  our	  records	  once	  the	  group	  has	  started,	  as	  it	  is	  a	  group	  discussion.	  	  
	  
(7) Are	  there	  any	  risks	  or	  costs	  associated	  with	  being	  in	  the	  focus	  group?	  
Aside	  from	  giving	  up	  their	  time,	  we	  do	  not	  expect	  that	  there	  will	  be	  any	  risks	  or	  costs	  associated	  with	  
taking	  part	  in	  this	  study	  for	  your	  child.	  
	  
(8) Are	  there	  any	  benefits	  associated	  with	  being	  in	  the	  focus	  group?	  
The	  study	  has	  reported	  an	  overall	  result	  to	  your	  child.	  Being	  in	  this	  focus	  group	  will	  allow	  your	  child	  
to	   ask	   questions	   about	   the	   results,	   share	   recent	   conditions	   and	   discuss	   opportunities	   to	   involve	  
students’	  voice	  to	  support	  inclusion	  at	  your	  school.	  
	  
(9) What	  will	  happen	  to	  information	  that	  is	  collected	  during	  the	  focus	  group?	  
By	  providing	  your	  consent,	  you	  are	  agreeing	   to	  us	  collecting	  personal	   information	  about	  your	  child	  
for	  the	  purposes	  of	  this	  research	  study.	  Their	  personal	  information	  will	  only	  be	  used	  for	  the	  purposes	  
outlined	  in	  this	  Participant	  Information	  Statement,	  unless	  you	  consent	  otherwise.	  
	  
Your	   child’s	   information	  will	   be	   stored	   securely	   and	   their	   identity/information	  will	   be	   kept	   strictly	  
confidential,	  except	  as	  required	  by	   law.	  Study	  findings	  may	  be	  published,	  but	  your	  child	  will	  not	  be	  
individually	  identifiable	  in	  these	  publications.	  
	  
(10) Can	  I	  or	  my	  child	  tell	  other	  people	  about	  the	  focus	  group?	  
Yes,	  you	  are	  welcome	  to	  tell	  other	  people	  about	  the	  focus	  group.	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(11) What	  if	  we	  would	  like	  further	  information	  about	  the	  study?	  
When	  you	  have	  read	  this	   information,	  Elga	  Andriana	  will	  be	  available	  to	  discuss	   it	  with	  you	  further	  
and	  answer	  any	  questions	  you	  may	  have.	  If	  you	  or	  your	  child	  would	  like	  to	  know	  more	  at	  any	  stage	  
during	  the	  study,	  please	  feel	   free	  to	  contact	  Dr	  David	  Evans,	  Associate	  Professor	  Special	  Education,	  
on	  02	  9351	  8463	  or	  via	  email	  at:	  david.evans@sydney.edu.au.	  
	  
(12) Will	  we	  be	  told	  the	  results	  of	  the	  focus	  group?	  
You	  and	  your	  child	  have	  a	  right	  to	  receive	  feedback	  about	  the	  overall	  results	  of	  this	  focus	  group.	  You	  
can	  tell	  us	  that	  you	  wish	  to	  receive	  feedback	  by	  ticking	  the	  relevant	  box	  on	  the	  consent	   form.	  This	  
feedback	  will	  be	  in	  the	  form	  of	  a	  one	  page	  lay	  summary.	  	  
	  
(13) What	  if	  we	  have	  a	  complaint	  or	  any	  concerns	  about	  the	  study?	  
Research	   involving	   humans	   in	   Australia	   is	   reviewed	   by	   an	   independent	   group	   of	   people	   called	   a	  
Human	  Research	  Ethics	  Committee	  (HREC).	  The	  ethical	  aspects	  of	  this	  study	  have	  been	  approved	  by	  
the	  HREC	  of	  the	  University	  of	  Sydney.	  As	  part	  of	  this	  process,	  we	  have	  agreed	  to	  carry	  out	  the	  study	  
according	  to	   the	  National	  Statement	  on	  Ethical	  Conduct	   in	  Human	  Research	   (2007).	  This	  statement	  
has	  been	  developed	  to	  protect	  people	  who	  agree	  to	  take	  part	  in	  research	  studies.	  
	  
If	  you	  (or	  your	  child)	  are	  concerned	  about	  the	  way	  this	  study	  is	  being	  conducted	  or	  wish	  to	  make	  a	  
complaint	  to	  someone	  independent	  from	  the	  study,	  please	  contact	  Admila	  Rosada	  at	  +62817265273	  
to	  help	  you	  write	  an	  email	  to	  the	  university	  using	  the	  details	  outlined	  below.	  	  
	  
The	  Manager,	  Ethics	  Administration,	  University	  of	  Sydney:	  
• Telephone:	  +61	  2	  8627	  8176	  
• Email:	  ro.humanethics@sydney.edu.au	  
• Fax:	  +61	  2	  8627	  8177	  (Facsimile)	  
	  
This	  information	  sheet	  is	  for	  you	  to	  keep	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Faculty	  of	  Education	  and	  Social	  Work	  	  
	   	  
	  ABN	  15	  211	  513	  464	  
	  
	   David	  Evans	  	  PhD	  
	  Associate	  Professor	  of	  Special	  Education	  	  
Room	  707	  
Education	  Building	  |	  A35	  
The	  University	  of	  Sydney	  	  
NSW	  2006	  AUSTRALIA	  
Telephone:	  	  	  +61	  2	  9351	  8463	  
Facsimile:	   	  +61	  2	  9351	  2606	  
Email:	  david.evans@sydney.edu.au	  
Web:	  http://www.sydney.edu.au/	  
	  
Hearing	  Voices:	  Children’s	  Experiences	  of	  Inclusion	  	  
Additional	  Phase-­‐Focus	  Group	  Discussion	  
	  
	   	   Hello.	  Our	  names	  are:	  
• David	  Evans	  	  	  
• Elga	  Andriana	  
	  
We	  are	  doing	  a	  research	  study	  to	  find	  out	  more	  about	  your	  experiences	  at	  school.	  	  A	  research	  
study	   is	  a	  project	   that	  people	  called	  “researchers”	  do,	  so	   that	   they	  can	   find	  out	  more	  about	  
something.	  
	  
We	  are	  asking	  you	  to	  be	  in	  our	  additional	  phase	  because	  you	  participated	  in	  the	  previous	  phase	  of	  this	  study.	  	  
	  
This	   sheet	   tells	   you	   what	   we	   will	   ask	   you	   to	   do	   if	   you	   decide	   to	   take	   part	   in	   the	   focus	   group.	   Please	   read	   it	  
carefully	  so	  that	  you	  can	  decide	  if	  you	  want	  to	  take	  part.	  	  
	  
If	  you	  have	  any	  questions,	  you	  can	  ask	  us	  or	  your	  parents	  or	  your	  teacher.	  If	  you	  want,	  you	  can	  call	  us	  any	  time	  on	  
+0274384246.	  
	  
You	  can	  decide	  if	  you	  want	  to	  take	  part	  in	  the	  focus	  group	  or	  not.	  You	  don’t	  have	  to	  -­‐	  it’s	  up	  to	  you.	  	  
	  
If	  you	  decide	  you	  want	  to	  be	  in	  the	  focus	  group	  and	  then	  you	  change	  your	  mind	  later,	  that’s	  ok.	  You	  won’t	  get	  in	  
trouble,	  and	  no	  one	  will	  be	  sad	  or	  mad	  at	  you.	  	  
	   	  
What	  will	  happen	  if	  I	  say	  that	  I	  want	  to	  be	  in	  the	  focus	  group?	  
	  
If	  you	  decide	  that	  you	  want	  to	  be	  in	  the	  focus	  group,	  you	  will	  be	  able	  to:	  
-­‐ Ask	  questions	  in	  regard	  to	  the	  overall	  results	  that	  you	  have	  received	  
-­‐ Tell	  us	  recent	  stories	  
-­‐ Give	  ideas	  of	  opportunities	  at	  your	  school	  to	  involve	  students’	  voice	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When	  we	  ask	  you	  questions,	  you	  can	  choose	  which	  ones	  you	  want	  to	  answer.	  If	  you	  don’t	  want	  to	  talk	  about	  
something,	  that’s	  ok.	  You	  can	  stop	  talking	  to	  us	  at	  any	  time.	  
	   	  
AUDIO	  RECORDING:	  If	  you	  say	  it’s	  ok,	  we	  will	  record	  what	  you	  say	  with	  a	  tape	  recorder.	  
	  
FOCUS	  GROUP:	  When	  you	  talk	  with	  us	  and	  other	  people	  in	  a	  group,	  we	  won’t	  be	  able	  to	  take	  out	  the	  things	  you	  
say	  after	  you	  have	  said	  them.	  This	  is	  because	  you	  will	  be	  talking	  in	  a	  group	  and	  our	  notes	  will	  have	  all	  the	  things	  
that	  everyone	  else	  said	  as	  well.	  	  	  
	  
Will	  anyone	  else	  know	  what	  I	  say	  in	  the	  focus	  group	  	  
	  
We	  won’t	  tell	  anyone	  else	  what	  you	  say	  to	  us.	  All	  of	  the	  information	  that	  we	  have	  about	  you	  from	  
the	  focus	  group	  will	  be	  kept	  in	  a	  safe	  place	  and	  we	  will	  look	  after	  it	  very	  carefully.	  We	  will	  write	  a	  
report	  about	  the	  research	  and	  show	  it	  to	  other	  people	  but	  we	  won’t	  say	  your	  name	  in	  the	  report.	  
We	  will	  also	  show	  the	  photos	  that	  you	  and	  other	  students	  have	  taken	  in	  the	  report	  that	  might	  
show	  your	  face,	  unless	  you	  tell	  us	  that	  you	  don’t	  want	  people	  to	  see	  your	  face	  then	  we	  will	  make	  it	  blurry.	  
	  
How	  long	  will	  the	  study	  take?	  
	  
Your	  involvement	  in	  this	  study	  will	  	  take	  up	  to	  30	  minutes.	  
	  
	  
	  
Are	  there	  any	  good	  things	  about	  being	  in	  the	  study?	  
	  
You	  will	  be	  able	  to:	  
-­‐ 	  Ask	  questions	  in	  regard	  to	  the	  overall	  results	  that	  you	  have	  received	  
-­‐ Give	  ideas	  of	  opportunities	  at	  your	  school	  to	  involve	  students’	  voice	  
	  
	  
Are	  there	  any	  bad	  things	  about	  being	  in	  the	  study?	  	  
	  
This	  study	  will	  take	  up	  some	  of	  your	  time,	  but	  we	  don’t	  think	  it	  will	  be	  bad	  for	  you	  or	  cost	  you	  
anything.	  	  
	  
	   	  
Will	  you	  tell	  me	  what	  you	  learnt	  in	  the	  focus	  group	  at	  the	  end?	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Yes,	  we	  will	  if	  you	  want	  us	  to.	  There	  is	  a	  question	  on	  the	  next	  page	  that	  asks	  you	  if	  you	  want	  us	  to	  tell	  you	  what	  
we	  learnt	  in	  the	  research.	  If	  you	  circle	  Yes,	  we	  will	  tell	  you	  what	  we	  learnt	  from	  the	  focus	  group.	  
	   	  
What	  if	  I	  am	  not	  happy	  with	  the	  focus	  group	  or	  the	  people	  doing	  the	  study?	  
	  
If	   you	   are	   not	   happy	   with	   how	  we	   are	   doing	   the	   study	   or	   how	  we	   treat	   you,	   then	   you	   or	   your	  
parents:	  
• Inform	  your	  school	  counsellor	  or	  class	  teacher	  or	  principal	  
• Call	  Admila	  Rosada	  at	  +62817265273	  	  to	  help	  you	  or	  your	  parents	  write	  an	  email	  to	  
ro.humanethics@sydney.edu.au	  
	  
This	  sheet	  is	  for	  you	  to	  keep.	  
	   	  
	  
	   	  
 372 
	  
	   	  
Faculty	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  Social	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  464	   	  	   David	  Evans	  	  PhD	  
Associate	  Professor	  of	  Special	  Education	  	  
Room	  707	  
Education	  Building	  |	  A35	  
The	  University	  of	  Sydney	  	  
NSW	  2006	  AUSTRALIA	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Hearing	  Voices:	  Children’s	  Experiences	  of	  Inclusion	  	  
	  
PARTICIPANT	  CONSENT	  FORM-­‐Overall	  
Additional	  Phase-­‐Focus	  Group	  Discussion	  
	  
Principal	  (Overall)	  
	  
	  
I,	  ...................................................................................	  ,	  agree	  for	  my	  school	  to	  take	  part	  in	  this	  additional	  phase.	  
	  
In	  giving	  my	  consent	  I	  state	  that:	  
	  
ü  I	  understand	  the	  purpose	  of	  the	  focus	  group,	  what	  participants	  in	  my	  school	  community	  will	  be	  asked	  to	  
do,	  and	  any	  risks/benefits	  involved.	  	  
	  
ü  I	  have	  read	  the	  Participant	  Information	  Statement	  and	  have	  been	  able	  to	  discuss	  my	  school’s	  involvement	  
in	  the	  study	  with	  the	  researchers	  if	  I	  wished	  to	  do	  so.	  	  
	  
ü  The	   researchers	   have	   answered	   any	   questions	   that	   I	   had	   about	   the	   study	   and	   I	   am	   happy	   with	   the	  
answers.	  
	  
ü  I	  understand	  that	  my	  school	  being	  in	  this	  phase	  is	  completely	  voluntary	  and	  we	  do	  not	  have	  to	  take	  part.	  
My	  decision	  whether	  to	  be	  in	  the	  study	  will	  not	  affect	  my	  relationship	  with	  the	  researchers	  or	  anyone	  else	  
at	  the	  University	  of	  Sydney,	  and	  will	  not	  affect	  my	  school’s	  relationship	  with	  the	  Department	  of	  Education	  
Yogyakarta	  City,	  now	  or	  in	  the	  future.	  
	  
ü  I	  understand	  that	  my	  school	  can	  withdraw	  from	  this	  additional	  phase	  at	  any	  time.	  
	  
ü  I	  understand	  that	  this	  phase	  study	  is	  being	  conducted	  in	  one	  focus	  group	  discussion.	  	  
	  
ü  I	  understand	  that	  the	  focus	  group	  can	  be	  stopped	  at	  any	  time	  if	  participants	  do	  not	  wish	  to	  continue,	  and	  
that	   unless	   indicated	   otherwise	   the	   information	   provided	   will	   not	   be	   included	   in	   the	   study.	   I	   also	  
understand	  that	  participants	  from	  my	  school	  community	  may	  refuse	  to	  answer	  any	  questions	  they	  don’t	  
wish	  to	  answer.	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ü  I	  understand	  that	  personal	  information	  about	  my	  school	  or	  members	  of	  my	  school	  community	  that	  are	  
collected	  over	  the	  course	  of	  this	  project	  will	  be	  stored	  securely	  and	  will	  only	  be	  used	  for	  purposes	  that	  
participants	  have	  agreed	  to.	  I	  understand	  that	  information	  about	  my	  school	  or	  members	  of	  my	  school	  
community	  will	  only	  be	  told	  to	  others	  with	  my	  permission,	  except	  as	  required	  by	  law.	  
	  
ü  I	  understand	  that	  the	  results	  of	  this	  focus	  group	  may	  be	  published,	  and	  that	  publications	  will	  not	  contain	  
my	  name	  or	  any	  identifiable	  information	  about	  me.	  
	  
I	  consent	  to	  my	  school	  participating	  in	  the	  focus	  group,	  please	  indicate	  by	  ticking	  the	  box	  	  
	  YES	  o	  	  	  	  	  	  NO	   	  o	  
	  
	  
Would	  you	  like	  to	  receive	  overall	  results	  about	  the	  focus	  group?	  	  
	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  YES	  o	  	  	  	  	  	  	  	  NO	  	  	  	  	  	  o	  
If	  you	  answered	  YES,	  please	  indicate	  your	  preferred	  form	  of	  feedback	  and	  address:	  
	  
o	  Postal:	  	   _______________________________________________________	  
	  
_______________________________________________________	  
	  
o	  Email:	   _______________________________________________________	  
	  
	  
...................................................................	  
Signature	  	  
	  
	  
	  .............	  .....................................................	  
PRINT	  name	  
	  
	  
..................................................................................	  
Date	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Faculty	  of	  Education	  and	  Social	  
Work	  	  	   	  	  ABN	  15	  211	  513	  464	   	  	   David	  Evans	  	  PhD	  
	  Associate	  Professor	  of	  Special	  Education	  	  
Room	  707	  
Education	  Building	  |	  A35	  
The	  University	  of	  Sydney	  	  
NSW	  2006	  AUSTRALIA	  
Telephone:	  	  	  +61	  2	  9351	  8463	  
Facsimile:	   	  +61	  2	  9351	  2606	  
Email:david.evans@sydney.edu.au	  
Web:	  http://www.sydney.edu.au/	  
	  	  
Hearing	  Voices:	  Children’s	  Experiences	  of	  Inclusion	  	  
	  
PARTICIPANT	  CONSENT	  FORM	  
Additional	  Phase-­‐Focus	  Group	  Discussion	  
	  
Principal	  
	  
	  
	  
I,	  ...................................................................................	  ,	  agree	  to	  take	  part	  in	  this	  focus	  group.	  
	  
In	  giving	  my	  consent	  I	  state	  that:	  
	  
ü  I	  understand	  the	  purpose	  of	  the	  focus	  group,	  what	  I	  will	  be	  asked	  to	  do,	  and	  any	  risks/benefits	  involved.	  	  
	  
ü  I	  have	  read	  the	  Participant	  Information	  Statement	  and	  have	  been	  able	  to	  discuss	  my	  involvement	  in	  the	  
study	  with	  the	  researchers	  if	  I	  wished	  to	  do	  so.	  	  
	  
ü  The	  researchers	  have	  answered	  any	  questions	  that	  I	  had	  about	  the	  focus	  group	  and	  I	  am	  happy	  with	  the	  
answers.	  
	  
ü  I	   understand	   that	  being	   in	   this	   focus	  group	   is	   completely	   voluntary	  and	   I	   do	  not	  have	   to	   take	  part.	  My	  
decision	  whether	  to	  be	  in	  the	  focus	  group	  will	  not	  affect	  my	  relationship	  with	  the	  researchers	  or	  anyone	  
else	   at	   the	   University	   of	   Sydney,	   and	   will	   not	   affect	   my	   school’s	   relationship	   with	   the	   Department	   of	  
Education	  Yogyakarta	  City,	  now	  or	  in	  the	  future.	  
	  
ü  I	  understand	  that	  I	  can	  withdraw	  from	  the	  focus	  group	  at	  any	  time.	  
	  
ü  I	  understand	  that	  the	  focus	  group	  can	  be	  stopped	  at	  any	  time	  if	  participants	  do	  not	  wish	  to	  continue,	  and	  
that	   unless	   indicated	   otherwise	   the	   information	   provided	   will	   not	   be	   included	   in	   the	   study.	   I	   also	  
understand	  that	  I	  may	  refuse	  to	  answer	  any	  questions	  I	  don’t	  wish	  to	  answer.	  
	  
ü  I	  understand	  that	  personal	  information	  about	  me	  that	  are	  collected	  over	  the	  course	  of	  this	  project	  will	  be	  
stored	  securely	  and	  will	  only	  be	  used	  for	  purposes	  that	  participants	  have	  agreed	  to.	  I	  understand	  that	  
information	  about	  me	  will	  only	  be	  told	  to	  others	  with	  my	  permission,	  except	  as	  required	  by	  law.	  
 375 
	  
	  
ü  I	  understand	  that	  the	  results	  of	  this	  focus	  group	  may	  be	  published,	  and	  that	  publications	  will	  not	  contain	  
my	  name	  or	  any	  identifiable	  information	  about	  me.	  
	  
I	  consent	  to	  my	  school	  participating	  in	  the	  focus	  group,	  please	  indicate	  by	  ticking	  the	  box	  	  
	  YES	  o	  	  	  	  	  	  NO	   	  o	  
	  
	  
Would	  you	  like	  to	  receive	  overall	  results	  about	  the	  focus	  group?	  	  
	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  YES	  o	  	  	  	  	  	  	  	  NO	  	  	  	  	  	  o	  
If	  you	  answered	  YES,	  please	  indicate	  your	  preferred	  form	  of	  feedback	  and	  address:	  
	  
o	  Postal:	  	   _______________________________________________________	  
	  
_______________________________________________________	  
	  
o	  Email:	   _______________________________________________________	  
	  
	  
...................................................................	  
Signature	  	  
	  
	  
	  .............	  .....................................................	  
PRINT	  name	  
	  
	  
..................................................................................	  
Date	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Faculty	  of	  Education	  and	  
Social	  Work	  	  
	   	  	  ABN	  15	  211	  513	  464	   	  
	   David	  Evans	  	  PhD	  
	  Associate	  Professor	  of	  Special	  Education	  	  
Room	  707	  
Education	  Building	  |	  A35	  
The	  University	  of	  Sydney	  	  
NSW	  2006	  AUSTRALIA	  
Telephone:	  	  	  +61	  2	  9351	  8463	  
Facsimile:	   	  +61	  2	  9351	  2606	  
Email:	  david.evans@sydney.edu.au	  
Web:	  http://www.sydney.edu.au/	  
	  
	  
Hearing	  Voices:	  Children’s	  Experiences	  of	  Inclusion	  	  
	  
PARTICIPANT	  CONSENT	  FORM	  
Additional	  Phase-­‐Focus	  Group	  
	  
Class	  Teacher	  
	  
	  
	  
I,	  ...................................................................................	  ,	  agree	  to	  take	  part	  in	  this	  in	  this	  additional	  phase.	  
	  
In	  giving	  my	  consent	  I	  state	  that:	  
	  
ü  I	  understand	  the	  purpose	  of	  the	  focus	  group,	  what	  I	  will	  be	  asked	  to	  do,	  and	  any	  risks/benefits	  involved.	  	  
	  
ü  I	  have	  read	  the	  Participant	  Information	  Statement	  and	  have	  been	  able	  to	  discuss	  my	  involvement	  in	  the	  
study	  with	  the	  researchers	  if	  I	  wished	  to	  do	  so.	  	  
	  
ü  The	  researchers	  have	  answered	  any	  questions	  that	  I	  had	  about	  the	  focus	  group	  and	  I	  am	  happy	  with	  the	  
answers.	  
	  
ü  I	   understand	   that	   being	   in	   the	   focus	   group	   is	   completely	   voluntary	   and	   I	   do	  not	  have	   to	   take	  part.	  My	  
decision	  whether	  to	  be	  in	  the	  focus	  group	  will	  not	  affect	  my	  relationship	  with	  the	  researchers	  or	  anyone	  
else	   at	   the	   University	   of	   Sydney,	   and	   will	   not	   affect	   my	   school’s	   relationship	   with	   the	   Department	   of	  
Education	  Yogyakarta	  City,	  now	  or	  in	  the	  future.	  
	  
ü  I	  understand	  that	  I	  can	  withdraw	  from	  this	  focus	  group	  at	  any	  time.	  
	  
ü  I	  understand	  that	  the	  focus	  group	  can	  be	  stopped	  at	  any	  time	  if	  participants	  do	  not	  wish	  to	  continue,	  and	  
that	   unless	   indicated	   otherwise	   the	   information	   provided	   will	   not	   be	   included	   in	   the	   study.	   I	   also	  
understand	  that	  I	  may	  refuse	  to	  answer	  any	  questions	  I	  don’t	  wish	  to	  answer.	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ü  I	  understand	  that	  personal	  information	  about	  me	  that	  are	  collected	  over	  the	  course	  of	  this	  project	  will	  be	  
stored	  securely	  and	  will	  only	  be	  used	  for	  purposes	  that	  participants	  have	  agreed	  to.	  I	  understand	  that	  
information	  about	  me	  will	  only	  be	  told	  to	  others	  with	  my	  permission,	  except	  as	  required	  by	  law.	  
	  
ü  I	  understand	  that	  the	  results	  of	  this	  focus	  group	  may	  be	  published,	  and	  that	  publications	  will	  not	  contain	  
my	  name	  or	  any	  identifiable	  information	  about	  me.	  
	  
I	  consent	  to	  my	  school	  participating	  in	  the	  focus	  group,	  please	  indicate	  by	  ticking	  the	  box	  	  
	  YES	  o	  	  	  	  	  	  NO	   	  o	  
	  
	  
Would	  you	  like	  to	  receive	  overall	  results	  about	  the	  focus	  group?	  	  
	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  YES	  o	  	  	  	  	  	  	  	  NO	  	  	  	  	  	  o	  
If	  you	  answered	  YES,	  please	  indicate	  your	  preferred	  form	  of	  feedback	  and	  address:	  
	  
o	  Postal:	  	   _______________________________________________________	  
	  
_______________________________________________________	  
	  
o	  Email:	   _______________________________________________________	  
	  
	  
...................................................................	  
Signature	  	  
	  
	  
	  .............	  .....................................................	  
PRINT	  name	  
	  
	  
..................................................................................	  
Date	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Faculty	  of	  Education	  and	  Social	  
Work	  	  
	   	  	  ABN	  15	  211	  513	  464	   	  
	   David	  Evans	  	  PhD	  
	  Associate	  Professor	  of	  Special	  Education	  	  
Room	  707	  
Education	  Building	  |	  A35	  
The	  University	  of	  Sydney	  	  
NSW	  2006	  AUSTRALIA	  
Telephone:	  	  	  +61	  2	  9351	  8463	  
Facsimile:	   	  +61	  2	  9351	  2606	  
Email:david.evans@sydney.edu.au	  
Web:	  http://www.sydney.edu.au/	  
	  
Hearing	  Voices:	  Children’s	  Experiences	  of	  Inclusion	  	  
	  
PARENT/CARER	  CONSENT	  FORM	  
Additional	  Phase-­‐Focus	  Group	  Discussion	  
	  
	  
I,	  ...................................................................................	  ,	  consent	  to	  my	  child	  
	   [PRINT	  PARENT’S/CARER’s	  NAME]	  
	  
...................................................................................	  participating	  in	  the	  focus	  group.	  
	   [PRINT	  CHILD’S	  NAME]	  
	  
In	  giving	  my	  consent	  I	  state	  that:	  
	  
ü  I	  understand	   the	  purpose	  of	   the	   focus	  group,	  what	  my	  child	  will	  be	  asked	   to	  do,	  and	  any	   risks/benefits	  
involved.	  	  
	  
ü  I	  have	  read	  the	  Information	  Statement	  and	  have	  been	  able	  to	  discuss	  my	  child’s	  involvement	  in	  the	  focus	  
group	  with	  the	  researchers	  if	  I	  wished	  to	  do	  so.	  	  
	  
ü  The	  researchers	  have	  answered	  any	  questions	  that	  I	  had	  about	  the	  focus	  group	  and	  I	  am	  happy	  with	  the	  
answers.	  
	  
ü  I	  understand	   that	  being	   in	   this	   focus	  group	   is	   completely	  voluntary	  and	  my	  child	  does	  not	  have	   to	   take	  
part.	  My	  decision	  whether	  to	  let	  them	  take	  part	  in	  the	  focus	  group	  will	  not	  affect	  our	  relationship	  with	  the	  
researchers	  or	  anyone	  else	  at	  the	  University	  of	  Sydney	  and	  will	  not	  affect	  my	  relationship	  with	  my	  school,	  
or	  the	  Yogyakarta	  City	  Department	  of	  Education	  now	  or	  in	  the	  future.	  
	  
ü  I	  understand	  that	  my	  child	  can	  withdraw	  from	  the	  focus	  group	  at	  any	  time.	  
	  
ü  I	  understand	  that	  my	  child	  may	  stop	  at	  any	  time	  if	  they	  do	  not	  wish	  to	  continue,	  and	  that	  unless	  I	  indicate	  
otherwise	  the	  information	  provided	  will	  not	  be	  included	  in	  the	  study.	  I	  also	  understand	  that	  my	  child	  may	  
refuse	  to	  answer	  any	  questions	  they	  don’t	  wish	  to	  answer.	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ü  I	  understand	  that	  my	  child	  may	  leave	  the	  focus	  group	  at	  any	  time	  if	  they	  do	  not	  wish	  to	  continue.	  I	  also	  
understand	  that	  it	  will	  not	  be	  possible	  to	  withdraw	  their	  comments	  once	  the	  group	  has	  started	  as	  it	  is	  a	  
group	  discussion.	  
	  
ü  I	  understand	  that	  personal	  information	  about	  my	  child	  that	  is	  collected	  over	  the	  course	  of	  this	  project	  will	  
be	  stored	  securely	  and	  will	  only	  be	  used	  for	  purposes	  that	  I	  have	  agreed	  to.	  I	  understand	  that	  information	  
about	  my	  child	  will	  only	  be	  told	  to	  others	  with	  my	  permission,	  except	  as	  required	  by	  law.	  
	  
ü  I	  understand	  that	  the	  results	  of	  this	  focus	  group	  may	  be	  published,	  and	  that	  publications	  will	  not	  contain	  
my	  child’s	  name	  or	  any	  identifiable	  information	  about	  my	  child.	  
	  
	   	  
I	  consent	  to:	  	  
	  
Audio-­‐recording	  of	  my	  child	   	   	   YES	   	   o	   NO	   o	  
	  
	  
	  
	  
Would	  you	  like	  to	  receive	  feedback	  about	  the	  overall	  results	  of	  this	  focus	  group?	  	  
	   	   	   	  YES	  	  	  	  	  	  o	   	  	  	  	  	  	  	  	  	  	  NO	   o	  
If	  you	  answered	  YES,	  please	  indicate	  your	  preferred	  form	  of	  feedback	  and	  address:	  
	  
o	  Postal:	  	   _______________________________________________________	  
	  
_______________________________________________________	  
	  
o	  Email:	   _______________________________________________________	  
	  
	  
Parent’s/carer’s	  signature:	  
	  
	  
................................................................	  
Signature	  	  
	  
	  
	  ..............	  ....................................................	  
PRINT	  name	  
	  
	  
.................................................................	  
Date	  
	   	  
 380 
	  
	   	  
Faculty	  of	  Education	  and	  Social	  
Work	  	  
	   	  	  ABN	  15	  211	  513	  464	   	  
	   David	  Evans	  	  PhD	  
	  Associate	  Professor	  of	  Special	  Education	  	  
Room	  707	  
Education	  Building	  |	  A35	  
The	  University	  of	  Sydney	  	  
NSW	  2006	  AUSTRALIA	  
Telephone:	  	  	  +61	  2	  9351	  8463	  
Facsimile:	   	  +61	  2	  9351	  2606	  
Email:david.evans@sydney.edu.au	  
Web:	  http://www.sydney.edu.au/	  
	  
	  
Hearing	  Voices:	  Children’s	  Experiences	  of	  Inclusion	  	  
	  
PARTICIPANT	  CONSENT	  FORM	  
Additional	  Phase-­‐Focus	  Group	  Discussion	  
	  
Parent	  
	  
	  
	  
I,	  ...................................................................................	  ,	  agree	  to	  take	  part	  in	  this	  additional	  phase	  of	  the	  study.	  
	  
In	  giving	  my	  consent	  I	  state	  that:	  
	  
ü  I	  understand	  the	  purpose	  of	  the	  focus	  group,	  what	  I	  will	  be	  asked	  to	  do,	  and	  any	  risks/benefits	  involved.	  	  
	  
ü  I	  have	  read	  the	  Participant	  Information	  Statement	  and	  have	  been	  able	  to	  discuss	  my	  involvement	  in	  the	  
study	  with	  the	  researchers	  if	  I	  wished	  to	  do	  so.	  	  
	  
ü  The	  researchers	  have	  answered	  any	  questions	  that	  I	  had	  about	  the	  focus	  group	  and	  I	  am	  happy	  with	  the	  
answers.	  
	  
ü  I	  understand	  that	  being	  in	  this	  focus	  group	  is	  completely	  voluntary	  and	  we	  do	  not	  have	  to	  take	  part.	  My	  
decision	  whether	  to	  be	  in	  the	  focus	  group	  will	  not	  affect	  my	  relationship	  with	  the	  researchers	  or	  anyone	  
else	   at	   the	   University	   of	   Sydney,	   and	   will	   not	   affect	   my	   school’s	   relationship	   with	   the	   Department	   of	  
Education	  Yogyakarta	  City,	  now	  or	  in	  the	  future.	  
	  
ü  I	  understand	  that	  I	  can	  withdraw	  from	  the	  focus	  group	  at	  any	  time.	  
	  
ü  I	  understand	  that	  the	  focus	  group	  can	  be	  stopped	  at	  any	  time	  if	  participants	  do	  not	  wish	  to	  continue,	  and	  
that	   unless	   indicated	   otherwise	   the	   information	   provided	   will	   not	   be	   included	   in	   the	   study.	   I	   also	  
understand	  that	  participants	  may	  refuse	  to	  answer	  any	  questions	  they	  don’t	  wish	  to	  answer.	  
	  
ü  I	  understand	  that	  personal	  information	  about	  me	  that	  are	  collected	  over	  the	  course	  of	  this	  project	  will	  be	  
stored	  securely	  and	  will	  only	  be	  used	  for	  purposes	  that	  participants	  have	  agreed	  to.	  I	  understand	  that	  
information	  about	  me	  will	  only	  be	  told	  to	  others	  with	  my	  permission,	  except	  as	  required	  by	  law.	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ü  I	  understand	  that	  the	  results	  of	  this	  focus	  group	  may	  be	  published,	  and	  that	  publications	  will	  not	  contain	  
my	  name	  or	  any	  identifiable	  information	  about	  me.	  
	  
I	  consent	  to	  my	  school	  participating	  in	  the	  focus	  group,	  please	  indicate	  by	  ticking	  the	  box	  	  
	  YES	  o	  	  	  	  	  	  NO	   	  o	  
	  
	  
Would	  you	  like	  to	  receive	  overall	  results	  about	  the	  focus	  group?	  	  
	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  YES	  o	  	  	  	  	  	  	  	  NO	  	  	  	  	  	  o	  
If	  you	  answered	  YES,	  please	  indicate	  your	  preferred	  form	  of	  feedback	  and	  address:	  
	  
o	  Postal:	  	   _______________________________________________________	  
	  
_______________________________________________________	  
	  
o	  Email:	   _______________________________________________________	  
	  
	  
...................................................................	  
Signature	  	  
	  
	  
	  .............	  .....................................................	  
PRINT	  name	  
	  
	  
..................................................................................	  
Date	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Faculty	  of	  Education	  and	  Social	  
Work	  	  
	   	  ABN	  15	  211	  513	  464	   	  
	   David	  Evans	  	  PhD	  
	  Associate	  Professor	  of	  Special	  Education	  	  
Room	  707	  
Education	  Building	  |	  A35	  
The	  University	  of	  Sydney	  	  
NSW	  2006	  AUSTRALIA	  
Telephone:	  	  	  +61	  2	  9351	  8463	  
Facsimile:	   	  +61	  2	  9351	  2606	  
Email:	  david.evans@sydney.edu.au	  
Web:	  http://www.sydney.edu.au/	  
	  
Hearing	  Voices:	  Children’s	  Experiences	  of	  Inclusion	  	  
	  
PARTICIPANT	  CONSENT	  FORM	  
Additional	  Phase-­‐Focus	  Group	  Discussion	  
	  
Child	  Consent	  
	  
If	  you	  are	  happy	  to	  be	  in	  the	  focus	  group,	  please	  
• write	  your	  name	  in	  the	  space	  below	  
• sign	  your	  name	  at	  the	  bottom	  of	  the	  next	  page	  
• put	  the	  date	  at	  the	  bottom	  of	  the	  next	  page.	  
	  
You	  should	  only	  say	  ‘yes’	  to	  being	  in	  the	  focus	  group	  if	  you	  know	  what	  it	  is	  about	  and	  you	  want	  to	  be	  in	  it.	  If	  you	  
don’t	  want	  to	  be	  in	  the	  study,	  don’t	  sign	  the	  form.	  	  
	  
I,	  ...........................................................................................[PRINT	  NAME],	  am	  happy	  to	  be	  in	  the	  focus	  group.	  
	  
In	  saying	  yes	  to	  being	  in	  the	  focus	  group,	  I	  am	  saying	  that:	  
	  
ü I	  know	  what	  the	  focus	  group	  is	  about.	  
	  
ü I	  know	  what	  I	  will	  be	  asked	  to	  do.	  
	  
ü Someone	  has	  talked	  to	  me	  about	  the	  focus	  group.	  
	  
ü My	  questions	  have	  been	  answered.	  
	  
ü I	  know	  that	  I	  don’t	  have	  to	  be	  in	  the	  focus	  group	  if	  I	  don’t	  want	  to.	  	  
	  
ü I	  know	  that	  I	  can	  pull	  out	  of	  the	  focus	  group	  at	  any	  time	  if	  I	  don’t	  want	  to	  do	  it	  anymore.	  
	  
ü I	  know	  that	  I	  don’t	  have	  to	  answer	  any	  questions	  that	  I	  don’t	  want	  to	  answer.	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ü I	  know	  that	  the	  researchers	  won’t	  tell	  anyone	  what	  I	  say	  when	  we	  talk	  to	  each	  other,	  unless	  I	  talk	  about	  
being	  hurt	  by	  someone	  or	  hurting	  myself	  or	  someone	  else.	  
	  
	  
Now	  we	  are	  going	  to	  ask	  you	  if	  you	  are	  happy	  to	  do	  a	  few	  other	  things	  in	  the	  study.	  Please	  circle	  ‘Yes’	  or	  
‘No’	  to	  tell	  us	  what	  you	  would	  like.	  	  
	  
Are	  you	  happy	  for	  us	  to	  tape	  record	  your	  voice?	  	   Yes	   	   No	  
	  
Do	  you	  want	  us	  to	  tell	  you	  what	  we	  learnt	  in	  the	  focus	  group?	  	  	  	   Yes	   	   No	  
	  
	  
	  
	  
	  
……….....................................................	  
Signature	  (or	  child	  friendly	  stickers,	  stamps)	  
	  
	  
	  
.............................................................	  
Date	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Faculty	  of	  Education	  and	  Social	  Work	  	  
	   	  
	  ABN	  15	  211	  513	  464	  
	  
	   David	  Evans	  PhD	  
Associate	  Professor	  of	  Special	  Education	  	  
Room	  707	  
Education	  Building	  |	  A35	  
The	  University	  of	  Sydney	  	  
NSW	  2006	  AUSTRALIA	  
Telephone:	  	  	  +61	  2	  9351	  8463	  
Facsimile:	   	  +61	  2	  9351	  2606	  
Email:	  david.evans@sydney.edu.au	  
Web:	  http://www.sydney.edu.au/	  
	  
	  
Mendengarkan	  Suara	  Anak:	  Pengalaman	  Siswa	  tentang	  Pendidikan	  Inklusif	  
LEMBAR	  INFORMASI	  PARTISIPAN	  
Tahapan	  Tambahan-­‐Diskusi	  Kelompok	  
KEPALA	  SEKOLAH	  	  
	  
(14) Apa	  yang	  hendak	  diteliti?	  	  
Anda	   diundang	   untuk	   berpartisipasi	   dalam	   tahapan	   tambahan	   dari	   penelitian	   ini	   berupa	   diskusi	  
kelompok	  untuk	  mendiskusikan	  hasil	  umum	  penelitian.	  	  
	  
Anda	   diundang	   untuk	   berpartisipasi	   karena	   anda	   telah	   terlibat	   dalam	   penelitian	   ini.	   Lembar	   ini	  
memberi	  berbagai	  informasi	  untuk	  membantu	  anda	  memutuskan	  apakah	  anda	  akan	  ikut	  berpartisipasi	  
atau	  tidak.	  Mohon	  membaca	  lembar	   ini	  dengan	  teliti	  dan	  silahkan	  bertanya	  hal-­‐hal	  yang	  belum	  anda	  
pahami	  atau	  yang	  ingin	  anda	  ketahui	  lebih	  lanjut.	  
	  
Keikutsertaan	   dalam	   diskusi	   kelompok	   ini	   bersifat	   sukarela.	   Anda	   bebas	   untuk	   menentukan	   apakah	  
anda	  akan	  berpartisipasi	  atau	  tidak.	  	  
	  
Dengan	  memberikan	  persetujuan,	  berarti	  anda:	  
ü Memahami	  apa	  yang	  anda	  baca	  
ü Setuju	  anda	  terlibat	  dalam	  penelitian	  ini	  dengan	  perincian	  di	  bawah	  	  
ü Setuju	  informasi	  tentang	  anda	  digunakan	  untuk	  kepentingan	  penelitian	  seperti	  dijelaskan	  di	  bawah	  	  
	  
	  	  	  	  	   	  	  	  	  	  	  	  	  	  Anda	  akan	  mendapat	  Lembar	  Informasi	  ini	  untuk	  disimpan.	  
	  
(15) Siapa	  yang	  menjalankan	  diskusi	  kelompok?	  
Diskusi	   Kelompok	   ini	   dilakukan	   oleh	   Elga	   Andriana	   sebagai	   prasyarat	   menempuh	   jenjang	   doctor	  
filasafat	  (PhD)	  di	  University	  of	  Sydney,	  dibawah	  supervisi	  Dr	  David	  Evans,	  Associate	  Professor	  Special	  
Education,	  The	  University	  of	  Sydney.	  
	  
(16) Bagaimana	  Diskusi	  Kelompok	  ini	  akan	  dilaksanakan	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Peserta	  penelitian	  ini	  telah	  mendapatkan	  ringkasan	  hasil	  penelitian	  seperti	  yang	  dikehendaki	  oleh	  
peserta.	  Diskusi	  kelompok	  akan	  memberi	  kesempatan	  kepada	  peserta	  untuk	  bertanya	  terkait	  dengan	  
hasil	  penelitian	  secara	  umum,	  menginformasikan	  kepada	  peneliti	  kondisi	  terkini	  dan	  mendiskusikan	  
kemungkinan	  untuk	  melbatkan	  suara	  anak	  untuk	  mendukung	  penerapan	  nilai-­‐nilai	  inklusif	  di	  sekolah	  
anda.	  
	  
(17) Berapa	  waktu	  yang	  dibutuhkan?	  
Keterlibatan	  anda	  dalam	  diskusi	  kelompok	  ini	  memakan	  waktu	  kurang	  lebih	  60	  menit.	  
	  
(18) Siapa	  saja	  yang	  akan	  terlibat	  dalam	  diskusi	  kelompok?	  
Diskusi	   kelompok	   ini	   akan	  melibatkan	   siswa,	   Kepsek,	   guru	   dan	   orangtua	   yang	   dulu	   sudah	   terlibat	  
dalam	  penelitian	  ini.	  	  
	  
(19) Apakah	  saya	  wajib	  terlibat	  dalam	  penelitian	  ini?	  Bisakah	  saya	  mengundurkan	  diri?	  
Keikutsertaan	  dalam	  dikusi	  kelompok	   ini	  bersifat	   sukarela	  dan	  anda	   tidak	  wajib	   terlibat.	  Keputusan	  
anda	   untuk	   berpartisipasi	   atau	   tidak,	   tidak	   akan	   mempengaruhi	   hubungan	   anda	   dengan	   peneliti,	  
Dinas	   Pendidikan	   Kota	   Yogyakarta	   atau	   siapa	   pun	   di	   University	   of	   Sydney,	   baik	   saat	   ini	   atau	  
dikemudian	  hari.	  	  
	  
Jika	   anda	   memutuskan	   untuk	   berpartisipasi	   dalam	   dikusi	   kelompok	   ini	   dan	   kemudian	   berubah	  
pikiran,	   anda	   bebas	   untuk	   mengundurkan	   diri	   setiap	   saat.	   Anda	   bisa	   melakukan	   ini	   dengan	  
menghubungi	  peneliti	  dan	  menjelaskan	  bahwa	  anda	  ingin	  mengundurkan	  diri.	  	  
	  
Anda	   dapat	   menghentikan	   wawancara	   setiap	   saat	   jika	   anda	   memang	   tidak	   berkenan	   untuk	  
melanjutkan.	   Rekaman	   akan	   dihapus	   dan	   informasi	   tidak	   akan	   diikutkan	   dalam	   hasil	   penelitian,	  
kecuali	   bila	   anda	   mengijinkan	   rekaman	   tersebut	   untuk	   kami	   gunakan.	   Anda	   juga	   bisa	   menolak	  
menjawab	  pertanyaan	  yang	  tidak	  ingin	  anda	  	  jawab.	  	  
	  
(20) Apakah	  diskusi	  kelompok	  ini	  menimbulkan	  resiko	  atau	  biaya	  bagi	  saya?	  
Selain	  memberikan	  waktu,	  tidak	  ada	  resiko	  atau	  biaya	  yang	  berarti	  karena	  terlibat	  dalam	  penelitian	  
ini.	  
	  
(21) Apa	  manfaat	  terlibat	  dalam	  diskusi	  kelompok	  ini?	  	  
Penelitian	  ini	  telah	  melaporkan	  hasil	  umumnya	  kepada	  anda.	  Dengan	  mengikuti	  diskusi	  kelompok,	  a	  
anda	  bisa	  mengajukan	  pertanyaan	  tentang	  hasil	  umum	  tersebut,	  berbagi	  tentang	  kondisi	  terkini	  dan	  
mendikusikan	  tentang	  keterlibatan	  anak	  untuk	  mendukung	  pendidikan	  inklusif	  di	  sekolah	  anda.	  
	  
(22) Informasi	  yang	  dikumpulkan	  dalam	  diskusi	  kelompok	  ini	  akan	  digunakan	  untuk	  apa?	  
Dengan	   memberikan	   persetujuan,	   anda	   berarti	   mengijinkan	   kami	   untuk	   mengumpulkan	   informasi	  
personal	   tentang	   anda	   untuk	   tujuan	   penelitian.	   Informasi	   hanya	   akan	   digunakan	   untuk	   keperluan	  
yang	  dijelaskan	  dalam	  Lembar	  Informasi	  ini,	  sesuai	  persetujuan	  anda.	  
	  
(23) Bolehkah	  saya	  menceritakan	  mengenai	  diskusi	  kelompok	  ini	  kepada	  pihak	  ketiga?	  
	   Ya,	  anda	  boleh	  menceritakan	  diskusi	  kelompok	  ini	  kepada	  pihak	  ketiga.	  	  
	  
(24) Bagaimana	  jika	  saya	  memerlukan	  informasi	  lebih	  jauh	  tentang	  diskusi	  kelompok	  ini?	  	  
Elga	  Andriana	  akan	  menyediakan	  waktu	  untuk	  berdikusi	  lebih	  lanjut	  dan	  menjawab	  pertanyaan	  anda.	  
Jika	   anda	  membutuhkan	   informasi	   lain	   selama	   penelitian	   berlangsung,	   anda	   bisa	  menghubungi	   Dr	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David	   Evans,	   Associate	   Professor	   Special	   Education,	   di	   nomor	   +612	   9351	   8463	   atau	   via	   email:	  
david.evans@sydney.edu.au.	  
	  
(25) Apakah	  saya	  akan	  mendapat	  hasil	  dari	  diskusi	  kelompok	  ini?	  
Anda	  berhak	  menerima	  masukan	  tentang	  hasil	  umum	  diskusi	  kelompok	  ini.	  Anda	  dapat	  memberitahu	  
kami	   dengan	   memilih	   pada	   kotak	   yang	   disediakan	   di	   Lembar	   Persetujuan.	   Hasil	   akan	   diberikan	  
berupa	  	  satu	  lembar	  ringkasan.	  Anda	  akan	  menerimanya	  setelah	  diskusi	  kelompok	  selesai.	  
	  	  
(26) Bagaimana	  jika	  saya	  ingin	  menyampaikan	  keluhan	  atau	  keberatan?	  	  
Penelitian	  yang	  melibatkan	  manusia	  direview	  oleh	  kelompok	   independen	  benama	  Human	  Research	  
Ethics	   Committee	   (HREC).	   Aspek	   etis	   dari	   penelitian	   ini	   telah	   disetujui	   oleh	   HREC	   di	   University	   of	  
Sydney.	   Penelitian	   ini	   dijalankan	   sesuai	   dengan	  National	   Statement	   on	   Ethical	   Conduct	   in	   Human	  
Research	  (2007).	  Panduan	  tersebut	  dikembangkan	  untuk	  melindungi	  orang-­‐orang	  yang	  terlibat	  dalam	  
penelitian.	  
	  
Jika	   anda	   memiliki	   keluhan	   atau	   keberatan	   tentang	   pelaksanaan	   penelitian	   ini,	   dan	   ingin	  
menyampaikannya	  kepada	  pihak	   independen,	   silahkan	  menghubungi	  Widiasmara	  di	  081578877987	  
yang	  akan	  membantu	  anda	  menulis	  email	  kepada:	  
The	  Manager,	  Ethics	  Administration,	  University	  of	  Sydney:	  
• Telephone:	  +61	  2	  8627	  8176	  
• Email:	  ro.humanethics@sydney.edu.au	  
• Fax:	  +61	  2	  8627	  8177	  (Facsimile)	  
	  
Lembar	  informasi	  ini	  untuk	  anda	  simpan	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Faculty	  of	  Education	  and	  Social	  
Work	  	  
	   	  
	  ABN	  15	  211	  513	  464	  
	  
	   David	  Evans	  	  PhD	  
	  Associate	  Professor	  of	  Special	  Education	  	  
Room	  707	  
Education	  Building	  |	  A35	  
The	  University	  of	  Sydney	  	  
NSW	  2006	  AUSTRALIA	  
Telephone:	  	  	  +61	  2	  9351	  8463	  
Facsimile:	   	  +61	  2	  9351	  2606	  
Email:	  david.evans@sydney.edu.au	  
Web:	  http://www.sydney.edu.au/	  
	  
Mendengarkan	  Suara	  Anak:	  Pengalaman	  Siswa	  tentang	  Pendidikan	  Inklusif	  
	  
LEMBAR	  INFORMASI	  PARTISIPAN	  
	  ORANGTUA/WALI	  
Tahapan	  Tambahan	  –	  Diskusi	  Kelompok	  
	  
(1) Apa	  yang	  hendak	  diteliti?	  	  
Anak	   anda	   diundang	   untuk	   berpartisipasi	   dalam	   tahapan	   tambahan	   penelitian	   yang	  
berbentuk	  kegiatan	  diskusi	  kelompok	  tentang	  hasil	  umum	  penelitian.	  	  	  
	  
Anak	  anda	  diundang	  untuk	  berpartisipasi	  karena	  ia	  murid	  di	  SD	  inklusif.	  Lembar	  informasi	  
ini	  menjelaskan	  kepada	  anda	  tentang	  diskusi	  kelompok	  ini.	  Lembar	  ini	  memberi	  berbagai	  
informasi	   untuk	  membantu	   anda	  memutuskan	   apakah	   anda	   akan	  memberikan	   ijin	   bagi	  
anak	  anda	  untuk	  ikut	  berpartisipasi	  atau	  tidak.	  Mohon	  membaca	  lembar	  ini	  dengan	  teliti	  
dan	  silahkan	  bertanya	  hal-­‐hal	  yang	  belum	  anda	  pahami	  atau	  yang	  ingin	  anda	  ketahui	  lebih	  
lanjut.	  
	  
Keikutsertaan	   dalam	   diskusi	   kelompok	   ini	   bersifat	   sukarela.	   Anda	   bebas	   untuk	  
memberikan	   persetujuan	   atau	   tidak	   memberikan	   persetujuan	   	   bagi	   anak	   anda	   untuk	  
terlibat	  dalam	  diskusi	  kelompok	  ini.	  	  
	  	  
Dengan	  memberikan	  persetujuan,	  berarti	  anda:	  
ü Memahami	  apa	  yang	  anda	  baca	  
ü Setuju	  anak	  anda	  terlibat	  dalam	  diskusi	  kelompok	  ini	  dengan	  perincian	  di	  bawah	  
ü Setuju	  	  bahwa	  informasi	  personal	  tentang	  anak	  anda	  digunakan	  untuk	  kepentingan	  
penelitian	  seperti	  yang	  dijelaskan	  di	  bawah	  	  
	  
(2) Siapa	  yang	  menjalankan	  diskusi	  kelompok?	  
Diskusi	  kelompok	  ini	  dilakukan	  oleh	  Elga	  Andriana	  sebagai	  prasyarat	  menempuh	  jenjang	  
doctor	   filasafat	   (PhD)	   di	   	   University	   of	   Sydney,	   dibawah	   supervisi	   Dr	   David	   Evans,	  
Associate	  Professor	  Special	  Education,	  The	  University	  of	  Sydney.	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(3) Bagaimana	  Diskusi	  Kelompok	  ini	  akan	  dilaksanakan	  
Peserta	  penelitian	  ini	  telah	  mendapatkan	  ringkasan	  hasil	  penelitian	  seperti	  yang	  
dikehendaki	  oleh	  peserta.	  Diskusi	  kelompok	  akan	  memberi	  kesempatan	  kepada	  peserta	  
untuk	  bertanya	  terkait	  dengan	  hasil	  penelitian	  secara	  umum,	  menginformasikan	  kepada	  
peneliti	  kondisi	  terkini	  dan	  mendiskusikan	  kemungkinan	  untuk	  melbatkan	  suara	  anak	  
untuk	  mendukung	  penerapan	  nilai-­‐nilai	  inklusif	  di	  sekolah	  anda.	  
	  
(4) Berapa	  waktu	  yang	  dibutuhkan?	  
Keterlibatan	   anak	   anda	   dalam	   diskusi	   kelompok	   ini	   memakan	   waktu	   kurang	   lebih	   30	  
menit.	  
	  
(5) Siapa	  saja	  yang	  akan	  terlibat	  dalam	  diskusi	  kelompok?	  
Diskusi	   kelompok	   ini	   akan	   melibatkan	   siswa,	   Kepsek,	   guru	   dan	   orangtua	   yang	   dulu	  
sudah	  terlibat	  dalam	  penelitian	  ini.	  	  
	  
(6) Apakah	  anak	  saya	  wajib	  terlibat	  dalam	  penelitian	  ini?	  Bisakah	  mereka	  mengundurkan	  
diri?	  	  
Keterlibatan	   dalam	   diskusi	   kelompok	   ini	   sepenuhnya	   bersifat	   sukarela	   dan	   anak	   anda	  
tidak	   harus	   terlibat.	   Keputusan	   anda	   untuk	  memberi	   ijin	   atau	   tidak	  memberi	   ijin	   bagi	  
anak	   anda	   tidak	   akan	   mempengaruhi	   hubungan	   anda	   dengan	   Kepala	   Sekolah,	   guru,	  
peneliti	  maupun	  siapa	  pun	  di	  University	  of	  Sydney,	  sekarang	  atau	  di	  kemudian	  hari.	  	  
	  
Jika	   anak	   anda	   terlibat	   dalam	   diskusi	   kelompok,	  mereka	   bebas	   untuk	  minta	   berhenti	  
atau	   mengundurkan	   diri	   atau	   menolak	   menjawab	   pertanyaan.	   Namun,	   rekaman	  
komentar	  anak	  anda	  tidak	  bisa	  dihapus,	  karena	  akan	  terekam	  sebagai	  diksusi	  kelompok.	  
	  
(7) 	  Apakah	  diskusi	  kelompok	  ini	  menimbulkan	  resiko	  atau	  biaya	  bagi	  saya?	  
Selain	  memberikan	  waktu,	  tidak	  ada	  resiko	  atau	  biaya	  yang	  berarti	  karena	  terlibat	  
dalam	  penelitian	  ini.	  
	  
(8) Apa	  manfaat	  terlibat	  dalam	  diskusi	  kelompok	  ini?	  	  
Penelitian	   ini	   telah	  melaporkan	   hasil	   umumnya	   kepada	   anak	   anda.	   Dengan	  mengikuti	  
diskusi	   kelompok,	   anak	   anda	   bisa	   mengajukan	   pertanyaan	   tentang	   hasil	   umum	  
tersebut,	   berbagi	   tentang	   kondisi	   terkini	   dan	  mendikusikan	   tentang	   keterlibatan	   anak	  
untuk	  mendukung	  pendidikan	  inklusif	  di	  sekolah	  anda.	  
	  
(9) Informasi	  yang	  dikumpulkan	  dalam	  diskusi	  kelompok	  ini	  akan	  digunakan	  untuk	  apa?	  
Dengan	  memberikan	  persetujuan,	  anda	  berarti	  mengijinkan	  kami	  untuk	  mengumpulkan	  
informasi	   personal	   tentang	   anak	   anda	   untuk	   tujuan	   penelitian.	   Informasi	   hanya	   akan	  
digunakan	   untuk	   keperluan	   yang	   dijelaskan	   dalam	   Lembar	   Informasi	   ini,	   sesuai	  
persetujuan	  anda.	  
	  	  
Informasi	   tentang	   anak	   anda	   akan	   disimpan	   secara	   aman	   dan	   identitas	   mereka	   akan	  
dirahasikan,	   kecuali	   disyaratkan	   oleh	   hukum.	   Hasil	   penelitian	   akan	   dipublikasikan	  
namun	  identitas	  anak	  anda	  akan	  dirahasiakan	  di	  dalam	  publikasi	  tersebut.	  	  
	  
(10) Bolehkah	  saya	  menceritakan	  mengenai	  diskusi	  kelompok	  ini	  kepada	  pihak	  ketiga?	  
	   Ya,	  anda	  boleh	  menceritakan	  diskusi	  kelompok	  ini	  kepada	  pihak	  ketiga.	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(11) Bagaimana	  jika	  saya	  memerlukan	  informasi	  lebih	  jauh	  tentang	  diskusi	  kelompok	  ini?	  	  
Elga	   Andriana	   akan	   menyediakan	   waktu	   untuk	   berdikusi	   lebih	   lanjut	   dan	   menjawab	  
pertanyaan	   anda.	   Jika	   anda	   membutuhkan	   informasi	   lain	   selama	   penelitian	  
berlangsung,	   anda	   bisa	   menghubungi	   Dr	   David	   Evans,	   Associate	   Professor	   Special	  
Education,	  di	  nomor	  +612	  9351	  8463	  atau	  via	  email:	  david.evans@sydney.edu.au.	  
	  
(12) Apakah	  saya	  akan	  mendapat	  hasil	  dari	  diskusi	  kelompok	  ini?	  
Anda	  dan	  anak	  anda	  berhak	  menerima	  masukan	  tentang	  hasil	  umum	  diskusi	  kelompok	  
ini.	   Anda	   dapat	   memberitahu	   kami	   dengan	   memilih	   pada	   kotak	   yang	   disediakan	   di	  
Lembar	   Persetujuan.	   Hasil	   akan	   diberikan	   berupa	   	   satu	   lembar	   ringkasan.	   Anda	   akan	  
menerimanya	  setelah	  diskusi	  kelompok	  selesai.	  
	  
(13) Bagaimana	  jika	  saya	  ingin	  menyampaikan	  keluhan	  atau	  keberatan?	  	  
Penelitian	   yang	   melibatkan	   manusia	   direview	   oleh	   kelompok	   independen	   benama	  
Human	  Research	  Ethics	  Committee	  (HREC).	  Aspek	  etis	  dari	  penelitian	  ini	  telah	  disetujui	  
oleh	   HREC	   di	   University	   of	   Sydney.	   Penelitian	   ini	   dijalankan	   sesuai	   dengan	   National	  
Statement	   on	   Ethical	   Conduct	   in	   Human	   Research	   (2007).	   Panduan	   tersebut	  
dikembangkan	  untuk	  melindungi	  orang-­‐orang	  yang	  terlibat	  dalam	  penelitian.	  
	  
Jika	  anda	  memiliki	  keluhan	  atau	  keberatan	  tentang	  pelaksanaan	  penelitian	  ini,	  dan	  ingin	  
menyampaikannya	   kepada	   pihak	   independen,	   silahkan	   menghubungi	   Widiasmara	   di	  
081578877987	  yang	  akan	  membantu	  anda	  menulis	  email	  kepada:	  
The	  Manager,	  Ethics	  Administration,	  University	  of	  Sydney:	  
• Telephone:	  +61	  2	  8627	  8176	  
• Email:	  ro.humanethics@sydney.edu.au	  
• Fax:	  +61	  2	  8627	  8177	  (Facsimile)	  
	  
Lembar	  informasi	  ini	  untuk	  anda	  simpan	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Faculty	  of	  Education	  and	  Social	  
Work	  	  
	   	  
	  ABN	  15	  211	  513	  464	  
	  
	   David	  Evans	  PhD	  
Associate	  Professor	  of	  Special	  Education	  	  
Room	  707	  
Education	  Building	  |	  A35	  
The	  University	  of	  Sydney	  	  
NSW	  2006	  AUSTRALIA	  
Telephone:	  	  	  +61	  2	  9351	  8463	  
Facsimile:	   	  +61	  2	  9351	  2606	  
Email:	  david.evans@sydney.edu.au	  
Web:	  http://www.sydney.edu.au/	  
	  
	  
Mendengarkan	  Suara	  Anak:	  Pengalaman	  Siswa	  tentang	  Pendidikan	  Inklusif	  
LEMBAR	  INFORMASI	  PARTISIPAN	  
Tahapan	  Tambahan-­‐Diskusi	  Kelompok	  
Guru	  Kelas	  	  
	  
(1) Apa	  yang	  hendak	  diteliti?	  	  
Anda	  diundang	  untuk	  berpartisipasi	   dalam	   tahapan	   tambahan	  dari	   penelitian	   ini	   berupa	  
diskusi	  kelompok	  untuk	  mendiskusikan	  hasil	  umum	  penelitian.	  	  
	  
Anda	   diundang	   untuk	   berpartisipasi	   karena	   anda	   telah	   terlibat	   dalam	   penelitian	   ini.	  
Lembar	   ini	   memberi	   berbagai	   informasi	   untuk	   membantu	   anda	   memutuskan	   apakah	  
anda	  akan	   ikut	  berpartisipasi	   atau	   tidak.	  Mohon	  membaca	   lembar	   ini	   dengan	   teliti	   dan	  
silahkan	   bertanya	   hal-­‐hal	   yang	   belum	   anda	   pahami	   atau	   yang	   ingin	   anda	   ketahui	   lebih	  
lanjut.	  
	  
Keikutsertaan	   dalam	   diskusi	   kelompok	   ini	   bersifat	   sukarela.	   Anda	   bebas	   untuk	  
menentukan	  apakah	  anda	  akan	  berpartisipasi	  atau	  tidak.	  	  
	  
Dengan	  memberikan	  persetujuan,	  berarti	  anda:	  
ü Memahami	  apa	  yang	  anda	  baca	  
ü Setuju	  anda	  terlibat	  dalam	  penelitian	  ini	  dengan	  perincian	  di	  bawah	  	  
ü Setuju	  informasi	  tentang	  anda	  digunakan	  untuk	  kepentingan	  penelitian	  seperti	  
dijelaskan	  di	  bawah	  	  
	  
	  	  	  	  	   	  	  	  	  	  	  	  	  	  Anda	  akan	  mendapat	  Lembar	  Informasi	  ini	  untuk	  disimpan.	  
	  
(2) Siapa	  yang	  menjalankan	  diskusi	  kelompok?	  
Diskusi	  Kelompok	  ini	  dilakukan	  oleh	  Elga	  Andriana	  sebagai	  prasyarat	  menempuh	  jenjang	  
doctor	   filasafat	   (PhD)	   di	   University	   of	   Sydney,	   dibawah	   supervisi	   Dr	   David	   Evans,	  
Associate	  Professor	  Special	  Education,	  The	  University	  of	  Sydney.	  
	  
(3) Bagaimana	  Diskusi	  Kelompok	  ini	  akan	  dilaksanakan	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Peserta	  penelitian	  ini	  telah	  mendapatkan	  ringkasan	  hasil	  penelitian	  seperti	  yang	  
dikehendaki	  oleh	  peserta.	  Diskusi	  kelompok	  akan	  memberi	  kesempatan	  kepada	  peserta	  
untuk	  bertanya	  terkait	  dengan	  hasil	  penelitian	  secara	  umum,	  menginformasikan	  kepada	  
peneliti	  kondisi	  terkini	  dan	  mendiskusikan	  kemungkinan	  untuk	  melbatkan	  suara	  anak	  
untuk	  mendukung	  penerapan	  nilai-­‐nilai	  inklusif	  di	  sekolah	  anda.	  
	  
(4) Berapa	  waktu	  yang	  dibutuhkan?	  
Keterlibatan	  anda	  dalam	  diskusi	  kelompok	  ini	  memakan	  waktu	  kurang	  lebih	  60	  menit.	  
	  
(5) Siapa	  saja	  yang	  akan	  terlibat	  dalam	  diskusi	  kelompok?	  
Diskusi	   kelompok	   ini	   akan	   melibatkan	   siswa,	   Kepsek,	   guru	   dan	   orangtua	   yang	   dulu	  
sudah	  terlibat	  dalam	  penelitian	  ini.	  	  
	  
(6) Apakah	  saya	  wajib	  terlibat	  dalam	  diskusi	  kelompok	  ini?	  Bisakah	  saya	  mengundurkan	  
diri?	  
Keikutsertaan	  dalam	  dikusi	  kelompok	  ini	  bersifat	  sukarela	  dan	  anda	  tidak	  wajib	  terlibat.	  
Keputusan	   anda	   untuk	   berpartisipasi	   atau	   tidak,	   tidak	   akan	  mempengaruhi	   hubungan	  
anda	  dengan	  peneliti,	  Dinas	  Pendidikan	  Kota	  Yogyakarta	  atau	  siapa	  pun	  di	  University	  of	  
Sydney,	  baik	  saat	  ini	  atau	  dikemudian	  hari.	  	  
	  
Jika	   anda	  memutuskan	   untuk	   berpartisipasi	   dalam	   dikusi	   kelompok	   ini	   dan	   kemudian	  
berubah	   pikiran,	   anda	   bebas	   untuk	   mengundurkan	   diri	   setiap	   saat.	   Anda	   bisa	  
melakukan	   ini	   dengan	   menghubungi	   peneliti	   dan	   menjelaskan	   bahwa	   anda	   ingin	  
mengundurkan	  diri.	  	  
	  
Anda	   dapat	   menghentikan	   wawancara	   setiap	   saat	   jika	   anda	  memang	   tidak	   berkenan	  
untuk	  melanjutkan.	   Rekaman	   akan	   dihapus	   dan	   informasi	   tidak	   akan	   diikutkan	   dalam	  
hasil	  penelitian,	  kecuali	  bila	  anda	  mengijinkan	   rekaman	   tersebut	  untuk	  kami	  gunakan.	  
Anda	  juga	  bisa	  menolak	  menjawab	  pertanyaan	  yang	  tidak	  ingin	  anda	  	  jawab.	  	  
	  
(7) Apakah	  diskusi	  kelompok	  ini	  menimbulkan	  resiko	  atau	  biaya	  bagi	  saya?	  
Selain	  memberikan	  waktu,	  tidak	  ada	  resiko	  atau	  biaya	  yang	  berarti	  karena	  terlibat	  
dalam	  penelitian	  ini.	  
	  
(8) Apa	  manfaat	  terlibat	  dalam	  diskusi	  kelompok	  ini?	  	  
Penelitian	  ini	  telah	  melaporkan	  hasil	  umumnya	  kepada	  anda.	  Dengan	  mengikuti	  diskusi	  
kelompok,	   anda	   bisa	   mengajukan	   pertanyaan	   tentang	   hasil	   umum	   tersebut,	   berbagi	  
tentang	  kondisi	  terkini	  dan	  mendikusikan	  tentang	  keterlibatan	  anak	  untuk	  mendukung	  
pendidikan	  inklusif	  di	  sekolah	  anda.	  
	  
(9) Informasi	  yang	  dikumpulkan	  dalam	  diskusi	  kelompok	  ini	  akan	  digunakan	  untuk	  apa?	  
Dengan	  memberikan	  persetujuan,	  anda	  berarti	  mengijinkan	  kami	  untuk	  mengumpulkan	  
informasi	   personal	   tentang	   anda	   untuk	   tujuan	   penelitian.	   Informasi	   hanya	   akan	  
digunakan	   untuk	   keperluan	   yang	   dijelaskan	   dalam	   Lembar	   Informasi	   ini,	   sesuai	  
persetujuan	  anda.	  
	  
(10) Bolehkah	  saya	  menceritakan	  mengenai	  diskusi	  kelompok	  ini	  kepada	  pihak	  ketiga?	  
	   Ya,	  anda	  boleh	  menceritakan	  diskusi	  kelompok	  ini	  kepada	  pihak	  ketiga.	  	  
	  
(11) Bagaimana	  jika	  saya	  memerlukan	  informasi	  lebih	  jauh	  tentang	  diskusi	  kelompok	  ini?	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Elga	   Andriana	   akan	   menyediakan	   waktu	   untuk	   berdikusi	   lebih	   lanjut	   dan	   menjawab	  
pertanyaan	   anda.	   Jika	   anda	   membutuhkan	   informasi	   lain	   selama	   penelitian	  
berlangsung,	   anda	   bisa	   menghubungi	   Dr	   David	   Evans,	   Associate	   Professor	   Special	  
Education,	  di	  nomor	  +612	  9351	  8463	  atau	  via	  email:	  david.evans@sydney.edu.au.	  
	  
(12) Apakah	  saya	  akan	  mendapat	  hasil	  dari	  diskusi	  kelompok	  ini?	  
Anda	  berhak	  menerima	  masukan	  tentang	  hasil	  umum	  diskusi	  kelompok	  ini.	  Anda	  dapat	  
memberitahu	  kami	  dengan	  memilih	  pada	  kotak	  yang	  disediakan	  di	  Lembar	  Persetujuan.	  
Hasil	   akan	  diberikan	  berupa	   	   satu	   lembar	   ringkasan.	  Anda	   akan	  menerimanya	   setelah	  
diskusi	  kelompok	  selesai.	  
	  	  
(13) Bagaimana	  jika	  saya	  ingin	  menyampaikan	  keluhan	  atau	  keberatan?	  	  
Penelitian	   yang	   melibatkan	   manusia	   direview	   oleh	   kelompok	   independen	   benama	  
Human	  Research	  Ethics	  Committee	  (HREC).	  Aspek	  etis	  dari	  penelitian	  ini	  telah	  disetujui	  
oleh	   HREC	   di	   University	   of	   Sydney.	   Penelitian	   ini	   dijalankan	   sesuai	   dengan	   National	  
Statement	   on	   Ethical	   Conduct	   in	   Human	   Research	   (2007).	   Panduan	   tersebut	  
dikembangkan	  untuk	  melindungi	  orang-­‐orang	  yang	  terlibat	  dalam	  penelitian.	  
	  
Jika	  anda	  memiliki	  keluhan	  atau	  keberatan	  tentang	  pelaksanaan	  penelitian	  ini,	  dan	  ingin	  
menyampaikannya	   kepada	   pihak	   independen,	   silahkan	   menghubungi	   Widiasmara	   di	  
081578877987	  yang	  akan	  membantu	  anda	  menulis	  email	  kepada:	  
The	  Manager,	  Ethics	  Administration,	  University	  of	  Sydney:	  
• Telephone:	  +61	  2	  8627	  8176	  
• Email:	  ro.humanethics@sydney.edu.au	  
• Fax:	  +61	  2	  8627	  8177	  (Facsimile)	  
	  
Lembar	  informasi	  ini	  untuk	  anda	  simpan	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Faculty	  of	  Education	  and	  Social	  
Work	  	  
	   	  
	  ABN	  15	  211	  513	  464	  
	  
	   David	  Evans	  PhD	  
Associate	  Professor	  of	  Special	  Education	  	  
Room	  707	  
Education	  Building	  |	  A35	  
The	  University	  of	  Sydney	  	  
NSW	  2006	  AUSTRALIA	  
Telephone:	  	  	  +61	  2	  9351	  8463	  
Facsimile:	   	  +61	  2	  9351	  2606	  
Email:	  david.evans@sydney.edu.au	  
Web:	  http://www.sydney.edu.au/	  
	  	   	  
Mendengarkan	  Suara	  Anak:	  Pengalaman	  Siswa	  tentang	  Pendidikan	  Inklusif	  
LEMBAR	  INFORMASI	  PARTISIPAN	  
Tahapan	  Tambahan-­‐Diskusi	  Kelompok	  
Guru	  Pendamping	  Khusus	  	  
	  
(1) Apa	  yang	  hendak	  diteliti?	  	  
Anda	  diundang	  untuk	  berpartisipasi	   dalam	   tahapan	   tambahan	  dari	   penelitian	   ini	   berupa	  
diskusi	  kelompok	  untuk	  mendiskusikan	  hasil	  umum	  penelitian.	  	  
	  
Anda	   diundang	   untuk	   berpartisipasi	   karena	   anda	   telah	   terlibat	   dalam	   penelitian	   ini.	  
Lembar	   ini	   memberi	   berbagai	   informasi	   untuk	   membantu	   anda	   memutuskan	   apakah	  
anda	  akan	   ikut	  berpartisipasi	   atau	   tidak.	  Mohon	  membaca	   lembar	   ini	   dengan	   teliti	   dan	  
silahkan	   bertanya	   hal-­‐hal	   yang	   belum	   anda	   pahami	   atau	   yang	   ingin	   anda	   ketahui	   lebih	  
lanjut.	  
	  
Keikutsertaan	   dalam	   diskusi	   kelompok	   ini	   bersifat	   sukarela.	   Anda	   bebas	   untuk	  
menentukan	  apakah	  anda	  akan	  berpartisipasi	  atau	  tidak.	  	  
	  
Dengan	  memberikan	  persetujuan,	  berarti	  anda:	  
ü Memahami	  apa	  yang	  anda	  baca	  
ü Setuju	  anda	  terlibat	  dalam	  penelitian	  ini	  dengan	  perincian	  di	  bawah	  	  
ü Setuju	  informasi	  tentang	  anda	  digunakan	  untuk	  kepentingan	  penelitian	  seperti	  
dijelaskan	  di	  bawah	  	  
	  
	  	  	  	  	   	  	  	  	  	  	  	  	  	  Anda	  akan	  mendapat	  Lembar	  Informasi	  ini	  untuk	  disimpan.	  
	  
(2) Siapa	  yang	  menjalankan	  diskusi	  kelompok?	  
Diskusi	  Kelompok	  ini	  dilakukan	  oleh	  Elga	  Andriana	  sebagai	  prasyarat	  menempuh	  jenjang	  
doctor	   filasafat	   (PhD)	   di	   University	   of	   Sydney,	   dibawah	   supervisi	   Dr	   David	   Evans,	  
Associate	  Professor	  Special	  Education,	  The	  University	  of	  Sydney.	  
	  
(3) Bagaimana	  Diskusi	  Kelompok	  ini	  akan	  dilaksanakan	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Peserta	  penelitian	  ini	  telah	  mendapatkan	  ringkasan	  hasil	  penelitian	  seperti	  yang	  
dikehendaki	  oleh	  peserta.	  Diskusi	  kelompok	  akan	  memberi	  kesempatan	  kepada	  peserta	  
untuk	  bertanya	  terkait	  dengan	  hasil	  penelitian	  secara	  umum,	  menginformasikan	  kepada	  
peneliti	  kondisi	  terkini	  dan	  mendiskusikan	  kemungkinan	  untuk	  melbatkan	  suara	  anak	  
untuk	  mendukung	  penerapan	  nilai-­‐nilai	  inklusif	  di	  sekolah	  anda.	  
	  
(4) Berapa	  waktu	  yang	  dibutuhkan?	  
Keterlibatan	  anda	  dalam	  diskusi	  kelompok	  ini	  memakan	  waktu	  kurang	  lebih	  60	  menit.	  
	  
(5) Siapa	  saja	  yang	  akan	  terlibat	  dalam	  diskusi	  kelompok?	  
Diskusi	   kelompok	   ini	   akan	   melibatkan	   siswa,	   Kepsek,	   guru	   dan	   orangtua	   yang	   dulu	  
sudah	  terlibat	  dalam	  penelitian	  ini.	  	  
	  
(6) Apakah	  saya	  wajib	   terlibat	  dalam	  diskusi	  kelompok	   ini?	  Bisakah	  saya	  mengundurkan	  
diri?	  
Keikutsertaan	  dalam	  dikusi	  kelompok	  ini	  bersifat	  sukarela	  dan	  anda	  tidak	  wajib	  terlibat.	  
Keputusan	   anda	   untuk	   berpartisipasi	   atau	   tidak,	   tidak	   akan	  mempengaruhi	   hubungan	  
anda	  dengan	  peneliti,	  Dinas	  Pendidikan	  Kota	  Yogyakarta	  atau	  siapa	  pun	  di	  University	  of	  
Sydney,	  baik	  saat	  ini	  atau	  dikemudian	  hari.	  	  
	  
Jika	   anda	  memutuskan	   untuk	   berpartisipasi	   dalam	   dikusi	   kelompok	   ini	   dan	   kemudian	  
berubah	   pikiran,	   anda	   bebas	   untuk	   mengundurkan	   diri	   setiap	   saat.	   Anda	   bisa	  
melakukan	   ini	   dengan	   menghubungi	   peneliti	   dan	   menjelaskan	   bahwa	   anda	   ingin	  
mengundurkan	  diri.	  	  
	  
Anda	   dapat	   menghentikan	   wawancara	   setiap	   saat	   jika	   anda	  memang	   tidak	   berkenan	  
untuk	  melanjutkan.	   Rekaman	   akan	   dihapus	   dan	   informasi	   tidak	   akan	   diikutkan	   dalam	  
hasil	  penelitian,	  kecuali	  bila	  anda	  mengijinkan	   rekaman	   tersebut	  untuk	  kami	  gunakan.	  
Anda	  juga	  bisa	  menolak	  menjawab	  pertanyaan	  yang	  tidak	  ingin	  anda	  	  jawab.	  	  
	  
(7) Apakah	  diskusi	  kelompok	  ini	  menimbulkan	  resiko	  atau	  biaya	  bagi	  saya?	  
Selain	  memberikan	  waktu,	  tidak	  ada	  resiko	  atau	  biaya	  yang	  berarti	  karena	  terlibat	  
dalam	  penelitian	  ini.	  
	  
(8) Apa	  manfaat	  terlibat	  dalam	  diskusi	  kelompok	  ini?	  	  
Penelitian	  ini	  telah	  melaporkan	  hasil	  umumnya	  kepada	  anda.	  Dengan	  mengikuti	  diskusi	  
kelompok,	   a	  anda	  bisa	  mengajukan	  pertanyaan	   tentang	  hasil	   umum	   tersebut,	  berbagi	  
tentang	  kondisi	  terkini	  dan	  mendikusikan	  tentang	  keterlibatan	  anak	  untuk	  mendukung	  
pendidikan	  inklusif	  di	  sekolah	  anda.	  
	  
(9) Informasi	  yang	  dikumpulkan	  dalam	  diskusi	  kelompok	  ini	  akan	  digunakan	  untuk	  apa?	  
Dengan	  memberikan	  persetujuan,	  anda	  berarti	  mengijinkan	  kami	  untuk	  mengumpulkan	  
informasi	   personal	   tentang	   anda	   untuk	   tujuan	   penelitian.	   Informasi	   hanya	   akan	  
digunakan	   untuk	   keperluan	   yang	   dijelaskan	   dalam	   Lembar	   Informasi	   ini,	   sesuai	  
persetujuan	  anda.	  
	  
(10) Bolehkah	  saya	  menceritakan	  mengenai	  diskusi	  kelompok	  ini	  kepada	  pihak	  ketiga?	  
	   Ya,	  anda	  boleh	  menceritakan	  diskusi	  kelompok	  ini	  kepada	  pihak	  ketiga.	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(11) Bagaimana	  jika	  saya	  memerlukan	  informasi	  lebih	  jauh	  tentang	  diskusi	  kelompok	  ini?	  	  
Elga	   Andriana	   akan	   menyediakan	   waktu	   untuk	   berdikusi	   lebih	   lanjut	   dan	   menjawab	  
pertanyaan	   anda.	   Jika	   anda	   membutuhkan	   informasi	   lain	   selama	   penelitian	  
berlangsung,	   anda	   bisa	   menghubungi	   Dr	   David	   Evans,	   Associate	   Professor	   Special	  
Education,	  di	  nomor	  +612	  9351	  8463	  atau	  via	  email:	  david.evans@sydney.edu.au.	  
	  
(12) Apakah	  saya	  akan	  mendapat	  hasil	  dari	  diskusi	  kelompok	  ini?	  
Anda	  berhak	  menerima	  masukan	  tentang	  hasil	  umum	  diskusi	  kelompok	  ini.	  Anda	  dapat	  
memberitahu	  kami	  dengan	  memilih	  pada	  kotak	  yang	  disediakan	  di	  Lembar	  Persetujuan.	  
Hasil	   akan	  diberikan	  berupa	   	   satu	   lembar	   ringkasan.	  Anda	   akan	  menerimanya	   setelah	  
diskusi	  kelompok	  selesai.	  
	  	  
(13) Bagaimana	  jika	  saya	  ingin	  menyampaikan	  keluhan	  atau	  keberatan?	  	  
Penelitian	   yang	   melibatkan	   manusia	   direview	   oleh	   kelompok	   independen	   benama	  
Human	  Research	  Ethics	  Committee	  (HREC).	  Aspek	  etis	  dari	  penelitian	  ini	  telah	  disetujui	  
oleh	   HREC	   di	   University	   of	   Sydney.	   Penelitian	   ini	   dijalankan	   sesuai	   dengan	   National	  
Statement	   on	   Ethical	   Conduct	   in	   Human	   Research	   (2007).	   Panduan	   tersebut	  
dikembangkan	  untuk	  melindungi	  orang-­‐orang	  yang	  terlibat	  dalam	  penelitian.	  
	  
Jika	  anda	  memiliki	  keluhan	  atau	  keberatan	  tentang	  pelaksanaan	  penelitian	  ini,	  dan	  ingin	  
menyampaikannya	   kepada	   pihak	   independen,	   silahkan	   menghubungi	   Widiasmara	   di	  
081578877987	  yang	  akan	  membantu	  anda	  menulis	  email	  kepada:	  
The	  Manager,	  Ethics	  Administration,	  University	  of	  Sydney:	  
• Telephone:	  +61	  2	  8627	  8176	  
• Email:	  ro.humanethics@sydney.edu.au	  
• Fax:	  +61	  2	  8627	  8177	  (Facsimile)	  
	  
Lembar	  informasi	  ini	  untuk	  anda	  simpan	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Web:	  http://www.sydney.edu.au/	  
	  
	  
	  
	  
Hearing	  Voices:	  Children’s	  Experiences	  of	  Inclusion	  
	  
Questions	  for	  Focus	  Group	  with	  School	  staff	  and	  Parents	  
	  
	  
1. Tell	  us	  your	  opinions	  in	  regard	  to	  the	  students’	  voice	  that	  you	  have	  learnt	  from	  this	  study.	  
	  
2. What	  are	  the	  opportunities	  or	  potentials	  within	  your	  school	  to	  address	  the	  concerns,	  
interests	  and	  hopes	  mentioned	  in	  the	  children’s	  voice?	  
	  
3. How	  would	  you	  think	  your	  school	  community	  consider	  children’s	  voice	  as	  part	  of	  inclusion	  
development	  at	  your	  school	  in	  the	  future?	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Hearing	  Voices:	  Children’s	  Experiences	  of	  Inclusion	  
	  
Questions	  for	  Focus	  Group	  with	  students	  
	  
	  
1. Tell	  us	  your	  opinions	  in	  regard	  to	  the	  overall	  results	  that	  you	  have	  learnt	  from	  this	  study.	  
2. Could	  you	  tell	  us	  if	  any	  of	  the	  experiences	  has	  been	  different	  this	  year?	  
3. If	  you	  see	  some	  differences,	  how	  do	  you	  think	  it	  is	  different	  now?	  
4. What	  do	  you	  think	  make	  it	  different	  this	  time?	  	  	  	  	  	  
 
